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ABSTRACT 
 
Universities in South Africa have emerged from an exceptionally fragmented and 
divided past and are responding to this by reconceptualising and restructuring their 
institutional governance structures. This is been done through the introduction of 
policies and strategies aimed at transforming institutional landscapes and creating 
environments that are conducive to meeting the demands and pressures of a 
transformed SA.  
 
Previous studies have indicated that there is a need for institutional transformation 
and change at newly merged universities in SA. However, very little is known about 
the possible role the arts could play in institutional change and transformation 
processes and what Badat refers to, when referencing the process of institutional 
transformation, as “the dissolution of existing social relations and institutions, policies 
and practices, and their re-creation and consolidation into something substantially 
new” (2009:456). 
 
The goal of this research study is to explore the views, opinions and perceptions of 
key stakeholders and decision-makers at a comprehensive South African university, 
in this case, Nelson Mandela Metropolitan University (NMMU), in order to gain their 
insights into the role the arts could play in creating and consolidating a 
transformative institutional culture at a merged university in SA.  
 
The data was obtained from semi-structured interviews with 16 key decision-makers 
and stakeholders at NMMU. Based on the thematic data analysis, the responses 
from these key stakeholders indicate that there is wide support for the arts to play a 
role in the establishment of a transformative institutional culture and it appears that 
not only should the arts play a role, they should play a central role.  
 
Key words: Art / Culture / Institutional culture / Transformation / Multi-
Culturalism / Diversity /   
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CHAPTER ONE 
 
ORIENTATION TO THE STUDY 
 
 
1.1 INTRODUCTION  
As one of the newly merged higher education institutions in South Africa (SA), 
Nelson Mandela Metropolitan University (NMMU) has identified the establishment of 
a supportive and affirming institutional culture as one of its main priorities.  
 
NMMU located its „transformation agenda‟ within the context of Education White 
Paper 3: A Programme for the Transformation of Higher Education (1997), which 
explains that transformation “requires that all existing practices, institutions and 
values are viewed anew and rethought in terms of their fitness for the new era”. At 
the centre of the transformation agenda, in terms of „fitness‟, is the White Paper‟s 
vision for the establishment of a single national coordinated higher education system 
that is “democratic, non-racial and non-sexist” (1997:3). 
 
In the report of the Ministerial Committee1 on Transformation and Social Cohesion 
and the Elimination of Discrimination in Public Higher Education Institutions of 
November 2008, the authors noted that higher education in South Africa faced 
challenges because, the sector “has inherited the full complexity of the country‟s 
apartheid and colonial legacy” (Soudien, Michaels, Mthembi-Mahanyele, Nkomo, 
Nyanda, Nyoka, Seepe, Shisana and Villa-Vicencio, 2008:6). As a result, “...issues 
relating to racism, sexism and class discrimination continue to manifest themselves 
in the core activities of teaching, learning and research” at tertiary institutions 
(Soudien et al., 2008:6). 
 
Although NMMU has merged with two other local tertiary institutions in 2005, its 
transformation into what is commonly called, a „new generation‟ university, has been 
                                                             
1 The task team included Prof Crain Soudien (Chairperson), Dr Wynoma Michaels, Dr Sankie Mthembi-Mahanyele, Prof 
okubung Nkomo, Ms Gugu Nyanda, Mr Nkateko Nyoka, Prof Sipho Seepe, Dr Olive Shisana, Dr Charles Villa-Vicencio. 
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conducted around “legal and broad super-structural arrangements” but had limited 
focus on “the sui generis2 nature of the NMMU academy itself – and more broadly, 
the central philosophical and intellectual assumptions … about the very „idea‟ of the 
university” (Swartz, 2012:1). Swartz‟s observation suggests that NMMU had 
elements of its operations or dimensions of work that did indeed meet particular 
kinds of criteria for transformation. However, as noted by the Soudien et al. (2008),  
 
…every single institution in the country is experiencing difficulties and 
facing challenges in being both transformative and successful. None 
of South Africa‟s universities can confidently say that they have 
transformed or have engaged with the challenges of transformation in 
an open, robust and self-critical manner (2008:116). 
 
NMMU is no exception. As a public institution and an instrument of democracy, the 
university is still challenged to reproduce and sustain the democratic developments 
and gains made in the country since 1994. Universities, in general, and NMMU, in 
particular, are tasked with promoting the modalities and, indeed, the habits of a 
human rights culture and the advancement of the socioeconomic rights of all South 
Africa‟s people. In order to do this, they are required to build a more inclusive 
institutional culture that embraces language and cultural diversity among staff and 
students. Soudien et al. in the above-mentioned Ministerial Report (2008) 
accordingly states that,   
 
 …if one understands that the transformation agenda includes the 
necessity to examine the underlying assumptions and practices that 
underpin the academic and intellectual projects pertaining to learning, 
teaching and research, then transformation is a challenge facing all 
South African higher education institutions, irrespective of their 
historical origins (Soudien, et al., 2008:28). 
 
                                                             
2
 The term means, unique in its characteristics or constituting a class alone, unique, or peculiar.  
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The above argument suggests that a key starting point for the development and 
implementation of an institutional transformation agenda must be the active 
involvement of all institutional stakeholders and constituencies.  
 
This study has engaged key stakeholders at NMMU in an attempt to determine their 
opinions, views and perceptions of the role the arts can and should play in 
establishing a transformative institutional culture, as it argues that the arts have the 
ability to nurture the process of transformation and enrich the institutional culture at 
the university. The study endorses the arts as a vehicle with the capacity to articulate 
and facilitate reconstructive and developmental programmes that promote social 
cohesion and communicate the diverse cultural voices of the institution.  
 
As the course of institutional development unfolds, there is a need to create spaces 
for interaction between the internal and external university community that are safe, 
yet challenging enough to contribute to the transformative changes required to 
produce the „new institutional culture‟. Scholars such as Nussbaum (2006) have 
commented on the unique contribution the arts are able to make with regard to the 
facilitation of personal and social transformation. The importance of the arts for 
optimal youth development has been well argued by Catalano, Berglund, Ryan, 
Lonczak and Hawkins (2002), who argue that the arts, in all its forms and genres, 
are able to provide a location from where various aspects of an institution can be 
observed and experienced in a relatively safe space and in a unique non-threatening 
way. According to Negash (2004: 25), this is because, 
 
…art takes account of the intentions, motivations, and reasons for 
human action. It is a privileged medium as it imparts knowledge at 
both the abstract level and at a deeper cultural level.  
 
The study concludes that the arts are able to play an important role in promoting 
what Schein calls “internal integration” (1982:6) or managing change in institutions 
through art-related polices, programmes and projects, which encourage and support 
the development of a transformative institutional culture at NMMU. 
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1.2. BACKGROUND AND CONTEXT 
The transformation of the post-apartheid higher education landscape in South Africa 
resulted in two significant imperatives, which, collectively, gave rise to the conception 
of this study. The first imperative required a restructuring of the landscape. This 
resulted in the merging of several public institutions of higher learning. The second 
imperative was aimed at ensuring equal quality delivery across all post-apartheid 
higher education institutions (HEIs). In response to these national imperatives, the 
newly formed NMMU was faced with two challenges. First, it had to establish a post-
merger transformative institutional culture that had the capacity to effect change 
consistent with the national transformation agenda of South Africa, whilst, second, 
deliver an unswerving and sustainable service to its stakeholders.  
 
 The merger process and the establishment of NMMU 
Nelson Mandela Metropolitan University (NMMU) came into being on 1 January 
2005. It came about as a result of the merger between the Port Elizabeth 
Technikon (PET) and the University of Port Elizabeth (UPE), and the 
incorporation of Vista University‟s Port Elizabeth campus (Vista PE). The process 
of the merger and incorporation took place in two stages: the incorporation of 
Vista PE by UPE in January 2004 happened first and was then followed by the 
merger of PET and UPE in January 2005. As mentioned earlier, the merger was 
part of a government-led restructuring of higher education which aimed at 
establishing an integrated and coordinated higher education system 
characterised by more diverse and differentiated institutional types. The 
restructuring was needed, since institutions were established during the apartheid 
years when separatist ideologies determined policy. The PET, established in 
1979, for example, had its roots in the original Port Elizabeth School of Art which 
was established in 1882 and later developed into the Port Elizabeth Technical 
College. UPE was officially opened on 31 January 1964 as a dual-medium 
residential university, although it was governed by Afrikaans-speaking executives 
and governing bodies who gave strong support to the apartheid government. The 
national Vista University was founded on 1 January 1982, with seven contact 
tuition campuses offering teaching qualifications. It was established by the 
apartheid government with the primary purpose to serve the (black) African urban 
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community. Campuses were hence erected in township areas. The Port Elizabeth 
campus, located in the Missionvale Township had its student intake in 1983. 
 
Today, NMMU is a medium-sized HEI located in the East Cape Province, offering 
predominantly undergraduate programmes. It is classified as a so-called 
„comprehensive institution‟ since it offers both technikon-type and university-type 
qualifications. Comprehensive institutions in South Africa are characterised by 
the diversity of the academic programmes on offer. As such, these institutions are 
more accessible to prospective students, due to its various entry and exit points, 
student mobility, responsiveness and flexibility (Sheppard, 2009). 
 
The merging of South African HEIs, however, brought about many changes and 
challenges, including the redefining of organizational identities (Moeng, 2009). 
Essentially, the boundaries that traditionally gave definition to the idea of „a 
university‟ were (re)moved. At the newly established NMMU, the institutional 
identities of the former UPE, Vista and PET, which had their own organizational 
values and norms with which students and staff “could more easily identify”, were 
disrupted (Moeng, 2009: 5). Furthermore, staff and students had allocated 
imagined identities to each of the other neighbouring pre-merger institutions 
(Moeng, 2009). Consequently, staff and students had to redefine themselves as 
members of a new institution. Moeng (2009:58), however, comes to the 
conclusion that, although the merging process of the three entities was fraught 
with “a field of clashes in epistemologies, as well as ... a contest of interests”, it 
provided an ideal opportunity for the newly formed NMMU to create a new 
organization that was able to construct its own distinct institutional identity with 
which students, staff, as well as community and society could identify. The 
commission was to reconceptualise and actively engage in the construction of a 
new NMMU organizational identity (Moeng, 2009:94). 
 
 NMMU strategic responses to institutional change    
From 2005 until 2008, the Higher Education Quality Committee (HEQC), a sub-
committee of the South African Council on Higher Education (CHE), conducted 
institutional audits of all South African HEIs. NMMU participated in this exercise 
during September 2008. In its Audit Report (HEQC, 2009), the HEQC inter alia 
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recommended that NMMU address aspects related to the establishment of a 
transformative institutional culture in a systematic manner. Based on these and 
other recommendations, the Vice-Chancellor of NMMU, Prof. Derrick Swartz, 
then initiated the drafting of a strategic development plan which would define 
NMMU‟s academic purpose and identity, revisit its strategic priorities and secure 
the long-term sustainability of the institution.  
 
Subsequently, a strategic plan entitled Vision 2020 (V2020) was developed after 
consultations with internal and external stakeholders and deliberations by 
representative task teams. V2020 includes eight strategic priorities with strategic 
goals, objectives, outputs and performance indicators that would enable 
achieving the desired future state by 2020. While several of Vision 2020‟s 
strategic priorities relate directly to the three core academic functions of NMMU 
(in other words, teaching and learning, research and engagement), the other 
strategic priorities are equally important in that they establish the enabling 
conditions that make it possible to provide a high quality learning and working 
environment for all NMMU students and staff.  Among these are an affirming 
institutional culture, opportunities for human capital development, sustainable 
financial resources, modern infrastructure, streamlined and efficient institutional 
systems and processes, and a vibrant campus life (NMMU, 2010:11). 
 
Vision 2020 is rooted in a clear and deliberate departure from any historical 
remnants of apartheid, which may still be engrained in the institution‟s culture and 
identity. As such, it became imperative that NMMU‟s core values are 
institutionalised and embodied. Essentially, the institutional culture that emerges 
from this process would need to be transformative as it also needs to facilitate the 
transformation of previously held beliefs, attitudes and values of staff, students 
and the community (Bennis, 2005).  
 
 The NMMU cultural context  
Before the merger of the three institutions, a Department of Culture (named 
Cultura) existed at the University of Port Elizabeth (UPE). This department 
functioned as a cultural „touch stone‟ for UPE and aimed to service the cultural 
needs of its students. It also aimed to represent UPE‟s „cultural face‟ to its 
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internal and external stakeholder community. Cultura managed to enhance the 
status of UPE by implementing a multitude of community and student-related 
activities. These ranged from consultations and discussions with government 
departments and various arts councils, to initiating a music centre which served 
the needs of the city‟s music community.  
 
After (and during) the merger process, Cultura‟s status at NMMU was devalued 
as a cultural agent. The forces, priorities and indifferences of the merger slowly 
engulfed the small department and weakened its influences and importance. The 
unit was assimilated into NMMU‟s Student Affairs department and became an 
isolated and marooned entity. Consequently, the responsibility for several of the 
former Cultura‟s cultural activities and programmes were transferred to other 
departments at the university. Although Cultura‟s gradual disintegration came 
about seemingly as a result of random merger-related processes, its collapse and 
degeneration is consistent with what transpires during organizational 
transformation and change. Langley and Denis (2006:36) note that 
“organizational change is longitudinal, complex, and has a dynamic, 
disintegrative, and situated nature”. With regard to mergers of organizations, 
Pinheiro (2010: 4) argues,  
 
…mergers (in or outside higher education) always give rise to 
radical change processes leading to the disintegration of previously 
established (institutionalised) formal arrangements and informal 
postures or mindsets.   
 
The demise of Cultura left the newly formed NMMU without a credible 
institutionalised cultural agent that was able and capable to assist with the 
construction and development of a transformative institutional culture, an essential 
requirement of any merger process. 
 
As mentioned earlier, the post-1994 period saw a wide array of transformation-
oriented initiatives seeking to effect institutional changes in the higher education 
sector of South Africa. These transformation efforts tested “the capacities and 
capabilities of the state and higher education institutions and ... affected the pace, 
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nature and outcomes of change” (Badat, 2010:4). NMMU, as one of the newly 
formed institutions was tasked with not only merging the institutional cultures of 
three distinct institutions, as mentioned above, but also creating an enabling 
transformative institutional culture for the „new‟ university. The potential 
transformative role that the arts could bring to the transition process was, 
unfortunately, hampered when Cultura disintegrated as a result of structural 
decisions taken by the university‟s management team.   
 
 
1.3 PROBLEM STATEMENT AND RESEARCH QUESTION 
The problem that the author has thus identified relates to inadequate prominence of 
the arts within the institutional culture of NMMU. This could be ascribed to apparent 
unawareness of key internal stakeholders in leadership positions at NMMU, of the 
potential contribution of the arts towards the establishment of a transformative 
institutional culture. The central research question that thus guided the study was the 
following: What are the perceptions, expectations, insights and opinions of key 
internal stakeholders in leadership positions in terms of the role the arts can play in 
establishing a transformative institutional culture at NMMU? 
 
This question gave rise to the following sub-questions: 
 What is meant by „institutional culture‟? 
 What is meant by „institutional transformation‟? 
 What is meant by „arts and culture‟? 
 How can the arts contribute to institutional transformation? 
 
By focussing on the perceptions, expectations, insights and opinions of key internal 
stakeholders in leadership positions, this study explored possible contributions the 
arts can make to introduce a transformative institutional culture at NMMU. It is the 
author‟s contention that the recommendations emanating from the study can assist 
with the development of activities, programmes and policies capable of lending 
support to the shaping and moulding of a transformative institutional culture at 
NMMU. Additionally, recommendations will enable a dedicated unit for the arts to 
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develop strategic priorities and objectives that are able to contribute to the 
enhancement, enrichment, transformation and promotion of NMMU.  
 
 
1.4 RESEARCH AIM 
The aim of the study is to explore the role the arts can play in the development of a 
transformative institutional culture at a higher education institution (HEI) in South 
Africa. The author wanted to explore the value key internal stakeholders in 
leadership positions attach to the arts‟ ability to play a transformative role at the 
university. Based on the expectations, opinions and views of the key stakeholders, 
the study subsequently generated recommendations to inform art-related policies, 
strategies, programmes and activities that positively support the university‟s 
institutional profile and identity. 
 
 
1.5 RESEARCH DESIGN AND METHODOLOGY 
This study was conducted utilising the qualitative research design. Rubin and Babbie 
(1997: 377) argue that a qualitative inquiry attempts to understand those we observe 
from their own perspective in terms of their feelings, views and the meaning they 
attribute to life. Creswell (1994:145) holds that “qualitative research is descriptive 
because the researcher is interested in the process, meaning and understanding 
gained through words or pictures”. This study employed this design because the 
author wished to understand how the key internal stakeholders in leadership 
positions viewed the role arts and culture can and should play in establishing a 
transformative institutional culture. This study was exploratory in nature as limited 
information was available with regard to the perceptions and views internal 
stakeholders have about the role arts play in developing an institutional culture. As 
such, a descriptive strategy was incorporated in order to gain an understanding of 
the perceptions and views of the stakeholders.  
 
 Sampling 
The population of the study comprised of NMMU staff (academic and 
administrative) who constituted the internal stakeholder component. As it was not 
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possible to include all the staff, purposive sampling was utilised to recruit the 
participants for the study (Strydom and Delport, 2002). According to Strydom and 
Delport (2002), the power of purposive sampling lies in the fact that information-
rich participants are selected for in-depth analysis related to the central issues 
being studied.  This study identified key internal stakeholders at NMMU who were 
considered the most likely group to have rich in-depth information and an 
understanding of the research objectives and who would be able to best 
articulate their perceptions in relation to the research question.  
 Data collection 
This study used individual semi-structured interviews to gather the necessary 
data. According to Greeff (2002, cited in De Vos, 2002), this method gives the 
researcher and the participants more flexibility. Although the semi-structured 
interviews included pre- determined questions, it allowed other topics to enter the 
discussion. The questions were presented to all the participants systematically 
and consistently (Struwig and Stead, 2001).  
 
 Data analysis 
A thematic analysis approach was chosen to analyse the data collected from the 
interviews as this technique “focuses on identifiable themes and patterns of living 
and/or behaviour” (Aronson, 1994:1). Thematic analysis, in its simplest form, is a 
categorising strategy for qualitative data. Researchers review their data, make 
notes and begin to sort it into categories. Styled as a data analytic strategy, it 
helps researchers move their analysis from a broad reading of the data towards 
discovering patterns and developing themes (Boyatzis, 1998).  
Chapter Three will provide more information regarding the methodology 
employed in this study. 
 
 
1.6 CLARIFICATION OF CONCEPTS 
Since the following terms will be used extensively in this study, they now require a 
brief clarification. These concepts will be discussed in more depth in Chapter Two:  
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 Culture 
Hofstede (1997) defines „culture‟ as the cumulative deposit of knowledge, 
experience, beliefs, values, attitudes, meanings, hierarchies, religion, notions of 
time, roles, spatial relations, concepts of the universe, and material objects and 
possessions acquired by a group of people in the course of generations through 
individual and group striving. It is the systems of knowledge shared by a relatively 
large group of people. It is, therefore, a way of life of a group of people and the 
behaviours, beliefs, values, and symbols that they accept, generally without 
thinking about them, and that are passed along by communication and imitation 
from one generation to the next (Hofstede, 1997). 
 
 The Arts 
The general „Western‟ definition of „art‟ is that the arts are a vast sub-division of 
culture, composed of many genres which can include: the visual arts, performing 
arts, music, dance, theatre, opera and film. The other major constituents of the 
arts are the literary arts, more often called literature, including poetry, novels and 
short stories, among others. For the purposes of this research, this simple 
definition will suffice, however, it should be noted that, although this definition 
accounts well for modern art, it has difficulty accounting for art's universality, 
especially the fact that many art forms can also be disconnected from „Western‟ 
institutions and traditions (Adajian, 2012).  
 
 Diversity  
For the purposes of this study, the following definition of „cultural diversity‟ taken 
from the UNESCO Convention on the Protection and Promotion of the Diversity 
of Cultural Expression, 2005 will be utilised, 
 
Cultural diversity refers to the manifold ways in which the cultures of 
groups and societies find expression. These expressions are 
passed on within and among groups and societies. Cultural 
diversity is made manifest not only through the varied ways in which 
the cultural heritage of humanity is expressed, augmented and 
transmitted through the variety of cultural expressions, but also 
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through diverse modes of artistic creation, production, 
dissemination, distribution and enjoyment, whatever the means and 
technologies used.(2005:4)  
 
The concept of „diversity‟ in the context of the modern workplace environment 
acknowledges that employees are diverse in terms of race, ethnicity, disability, 
age, religious beliefs and also sexual orientation.  
 
 Institutional culture 
Ravasi and Schultz (2006) define „institutional culture‟ as a set of shared mental 
assumptions that guide interpretation and action in organizations by defining 
appropriate behaviour for various situations. An organizational culture may have 
negative and positive aspects. Schein (2009), Deal and Kennedy (2000) and 
Kotter (1992) emphasise that organizations often have very differing cultures, as 
well as sub-cultures. In this study, the terms institutional culture and 
organizational culture will be used interchangeably.  
 
 Institutional transformation  
„Institutional transformation‟ normally refers to a complex, multifaceted and 
integrated process of continuous institutional renewal in all aspects of its 
functionality, in other words, its academic, administrative and support services 
(Levendal, 2011). 
   
 Multi-culturalism  
The concept of „multi-culturalism„is so broad that it often defies definition (Dewing 
and Leman, 2006).  Multi-culturalism can be used to refer to a demographic fact, 
describing the co-existence of people from different ethno-cultural backgrounds in 
a single society or organization. Dewing and Leman (2006) contend that the term 
can also be used in relation to an ideological aspiration celebrating diversity. In 
this study, the term „multi-culturalism‟ will be used to refer to,  
 
..a system of beliefs and behaviours that recognizes and respects 
the presence of all diverse groups in an organization or society, 
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acknowledges and values their socio-cultural differences, and 
encourages and enables their continued contribution within an 
inclusive cultural context which empowers all within the 
organization or society (Rosado,1996:2). 
 
 Sub-cultures 
In sociology, anthropology and cultural studies, the term „sub-culture‟ is used to 
refer to a group of people within a culture (whether distinct or hidden) which 
differentiates them from the larger culture to which they belong. A sub-culture is a 
group whose common characteristic is a set of shared norms and beliefs. In 
contrast to sub-groups, sub-cultures need not form around existing sub-divisions, 
such as departmental or functional groups (although they often do), nor do they 
need to be consciously or intentionally formed. Sub-cultures‟ ubiquitous presence 
in organizations have been well documented. The range and variety of sub-
cultures is as diverse as the range and variety of existing organizational cultures 
(Hofstede, 1998; Bloor and Dawson, 1994).  
 
 Stakeholder  
The term „stakeholder‟ is normally used to refer to a person or group that has a 
direct or indirect stake in an organization. A stakeholder can affect or be affected 
by the organization's actions, objectives, and policies. The King Report (2002) 
defines stakeholders as groups who affect, and/or are affected by the 
organization and its activities. 
 
 
1.7 SIGNIFICANCE OF THE STUDY  
It is the author‟s contention that this study proved to be unique in that it explores the 
role the arts could play in the development of a transformative institutional culture at 
a post-apartheid South African university. To the author‟s knowledge, no previous 
study had been undertaken on this topic. The recommendations and findings of the 
research can be utilised to argue and strengthen the case for the arts to play a more 
central role during sustainable institutional transformation processes. The 
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recommendations generated by the study can also provide guidelines for the 
development of arts-related projects and programmes for staff and students.  
 
The study also generated new topics for further research such as the need to 
determine whether cross-curriculum integration of the arts would add cognitive and 
social value to university graduates. The findings of the study can thus contribute to 
the holistic development of students through co-curricular activities and programmes. 
 
This research study is, furthermore, framed against NMMU‟s Vision 2020 policy 
document. The findings of the research will inform a strategy for the arts that will 
integrate and align any future art-related projects and programmes with the broader 
vision of NMMU and V2020. The study assumes that NMMU will benefit from the 
recommendations made and that these recommendations will be utilised strategically 
within the V2020 programme to develop a transformative institutional culture and 
improve the vibrancy of campus life for staff and students.  
 
 
1.8 DELINEATION AND LIMITATIONS OF THE STUDY 
The study was conducted at and limited to the Nelson Mandela Metropolitan 
University (NMMU) mainly because of the following two reasons: 
 NMMU is one of the newly merged comprehensive HEIs in South Africa and, 
therefore, locked into the initial phases of developing its own distinctive 
institutional culture commensurate with the transformation agenda of the higher 
education sector.  
 NMMU presented a convenient matrix in which to locate the research as the 
author is employed at the university and has access to the key stakeholders and 
decision-makers at the university.  
 
Although the findings that emanated from the study relate only to the NMMU context 
and cannot be generalisable, the author does, however, believe that they are 
transferable to other similar contexts.  
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1.9 CONCLUSION 
The chapter provided the introduction and background to the study. It highlighted the 
core research problem and questions the research endeavoured to solve and 
answer, and emphasised the objectives as well as the aims behind the research. 
The chapter briefly introduced the research methodology and data collection 
strategies utilised in the study. The author also discussed the contribution the study 
could make to a transformative institutional cultural and ethos at NMMU. In the next 
chapters, the author will discuss relevant literature (Chapter Two), explain the 
research methodology employed (Chapter Three), and present and analyse the data 
(Chapter Four). The final chapter will be devoted to a discussion of the conclusions 
the author came to in my attempt to answer the main research question (What are 
the perceptions, expectations, insights and opinions of key internal stakeholders in 
leadership positions in terms of the role the arts can play in establishing a 
transformative institutional culture at NMMU?). Finally, the research report will 
conclude with recommendations as to how the arts can be utilised to establish a 
transformative institutional culture at NMMU.  
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CHAPTER 2 
 
LITTERATURE REVIEW 
 
 
2.1 INTRODUCTION  
According to Leedy and Ormrod (2005:64), a literature review describes the findings 
of previous research. It also assists the researcher to ascertain what other studies 
revealed in areas that are the same, but not necessarily identical to the topic under 
research. Mouton (2001:87) shares this view and states that the aim of a literature 
review is to discover what has been done in the field of study. He advises 
researchers to start with a review of the available body of knowledge to ascertain 
how other researchers have investigated similar research problems. Davies 
(2007:38) regards a literature review as “exploring the literature”. According to 
Davies, a literature review entails reading what other researchers have had to say 
about the topic under investigation by tracking down and reading as many research 
documents and reports as one can find on the topic.  Struwig and Stead (2001:38) 
state that, “a study of the literature involves tracing, identifying and analysing 
documents containing information relating to the research problem”.  
 
Based on the above, this literature review was undertaken predominantly to provide 
an overview of what scholars have said about the concept of „institutional culture‟, 
and more specifically, the role the arts play in developing an institutional culture. The 
author also consulted the literature in order to conceptualise notions of „culture‟, 
„multi-culturalism‟ and „transformation‟. This enabled the author to contextualise the 
opinions and perceptions of the key internal stakeholders at NMMU who took part in 
the empirical component, with regard to these concepts. Hence, this literature review 
also became a synopsis of the state of knowledge of the key concepts of „culture‟, 
„diversity‟ and „multi-culturalism‟, as well as the meaning(s) of arts and culture and 
the roles they could play in the development of the institutional identity of an 
institution of higher education in South Africa.  
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The review of existing literature enriched the theoretical framework. It contextualised 
the research and guided the empirical component of the study, as the researcher 
aimed to ascertain the perceptions, insights and opinions of the role the arts could 
play in establishing a transformative institutional culture at NMMU. In addition, this 
chapter reviews the ways in which institutional culture is manifested in a diverse, 
South African higher education landscape, as reflected in the demographic and 
cultural composition of the NMMU community. Subsequently, the literature review 
also explored the organizational history of NMMU in order to gain an understanding 
of the complexities related to its institutional identity and the factors influencing its 
cultural ethos.  
 
 
2.2 CONCEPTUALISING ‘CULTURE’  
Although the term „culture‟ is an everyday term that is commonly used in various 
contexts, a meaningful and more profound definition can be evasive. The popular 
definition of culture normally refers to “anything characteristic of the way of life of a 
particular group” (Nigel, 1997:33).  Schein (1992:12) accordingly defines the term 
„culture‟ as,  
 
…a pattern of shared basic assumptions that the group learned, as it 
solved its problems of external adaptation and internal integration, as 
the correct way to perceive, think, and feel in relation to those 
problems.  
 
Similarly, Nieto (2000:139-140) defines culture as follows, 
 
Culture consists of the values, traditions, social and political 
relationships, and worldview created, shared, and transformed by a 
group of people bound together by a common history, geographic 
location language, social class, and/or religion. Culture includes not 
only consist of tangibles such as foods, holidays, dress, and artistic 
expression, but also less tangible manifestations such as 
communication style, attitudes, values, and family relationships. These 
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features of culture are often more difficult to pinpoint, but doing so is 
necessary if we want to understand how student learning may be 
affected.  
 
Culture is thus used as a comprehensive term that includes race, ethnicity, 
language, origin, background, socioeconomic status, religion, folklore and myths, 
beliefs, values, rituals and observances, family and kinship structures, history, 
political structures and conventions, etiquette and patterns of interpersonal 
behaviour, and sexual norms and practices and attitudes to them, diet and food 
preparation, dress, economic activity, and leisure (Nigel, 1997). Symonides (2000) 
concurs, seeing the term „culture‟ as an umbrella term, covering communal or group 
rights of ethnicity, religion and language.  
 
The term „culture‟ is also commonly used to refer to how „things‟ are done, what 
those „things‟ are, and how the individuals or the particular group(s) to whom these 
individuals belong think about those aspects. In this regard, Alexander (2001) links 
culture and identity, since identities are formed in and through a variety of culturally-
mediated experiences. Culture, here, is understood to denote a set of more or less 
coherently tangible and intangible achievements, codes, rituals, memories and 
customs passed on and adapted from generation to generation in all human 
societies. Swartz (2010:2) subsequently holds that,   
 
…[w]e are all shaped by various cultural experiences, and in turn, 
pass many of our cultural traits to our offspring. In everyday life, we 
appropriate both individual identities as much as we take on collective 
or group identities, often, but not always, tied up with cultures.  
 
In this regard, Schein (2004:14) as well as Harman (2002:97) believe that, once a 
group has achieved a sense of group identity, culture becomes a major stabilising 
force that is deeply embedded. It cannot be given up or easily „unfrozen‟. Culture, 
according to Schein (2004: 11), therefore, refers to those characteristic elements of a 
group that are more stable and less adaptable. Schein (2004:14) believes that when 
a culture is developed, the group becomes less conscious about its distinct values 
and beliefs. Gradually, the individual members then begin to treat these as non-
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negotiable assumptions that are taken for granted. As assumptions are taken for 
granted, they become part of the group‟s collective identity (Schein, 2004:16). 
Hence, culture, through shared norms that are held by a group, guides but also 
constrains the behaviour of the members of a group (Schein, 2004:8).   
 
Toomela (2003:35) notes that, although the term „culture‟ is often used as an 
umbrella term for the collective experiences, traditions and „ways of doing things‟ of a 
particular group or society, it is also used interchangeably with the notion of ethnicity 
or race. Scholars, however, have a general consensus around the term and the 
following two key ideas tend to emerge in their definitions.  
 First, culture is often defined as a „collective‟ phenomenon that is more or less 
„shared‟ among members of a culture (Vijver, 2008; Hofstede, 1980, 2001; Leung 
and Van de Rohner, 1984, cited in Toomela, 2003).  A related aspect is that this 
„shared‟ component distinguishes one group of people from another (Lehmann et 
al., 2004; Hofstede, 2001, cited in Toomela, 2003).  
 The second characteristic is that culture is learned and not transmitted 
genetically, although there have been attempts by scholars to integrate genetic 
and cultural evolution (Gintis, 2007). Culture is primarily passed on through 
socialisation processes within specific groups, which require communication of 
key symbols, ideas, knowledge, and values between individuals from one 
generation to the next (Fischer, 2009:25).   
 
The literature thus reveals that the concept of culture is best understood within the 
social relations and systems through which it is produced and consumed. Hence, 
culture is intimately bound up with the society, politics and economics of its time. It 
reflects and articulates the dominant values, political ideologies, and social 
developments of its era. The definitions given above refer to the political rather than 
aesthetic aspects of culture in South Africa and is an ideal „scene-setter‟ for 
contextualising and understanding the way in which the word „culture‟ is used in this 
study.  
 
 
 
20 
 
 
2.3 ‘CULTURE’ IN THE SOUTH AFRICAN CONTEXT 
Bentley (2003) holds that the „inter-changeability‟ between culture and ethnicity, as 
discussed above, has had ramifications in both the pre- and post-1994 South African 
society. According to Bentley (2003:19), culture in South Africa is “multidimensional 
and complex” and has produced an extremely diverse and pluralistic society where 
“high levels of intolerance at both a political and social level are evident”.  
 
There is thus a tendency in South Africa to conflate and amalgamate the notions of 
culture and ethnicity. This conflation is then often used to define „identity‟. „Identity‟ in 
South Africa is thus a complicated matter, where the concepts of race and culture 
are fused and often used in an interchangeable manner.  Bentley (2003:19), 
however, reminds us that “while still acknowledging the crucial role that race has to 
play in identity formation, race is not culture”. Race, according to Kean (2010) is a 
social construct that is used to categorise and divide people on grounds of physical 
characteristics. Hence, race is externally decided and has nothing to do with culture, 
intellect, ability, or personality (Kean, 2010). People of the „same race‟ can have 
many different „cultures‟ among them, and people of the „same culture‟ can have 
many different „races‟ among them. The conflation of race and culture is a result of 
ethnic „group identity‟ classification and indoctrination polices of the apartheid regime 
that have somehow been retained and are still prevalent within the collective 
memory of many South Africans3. Farred (2005: 64) argues that post-apartheid racial 
identities,  
…function as signs of an unchanging same, concretised into 
articulations that permit only temporal – the apartheid as opposed to 
post-apartheid era – but never conceptual notions of difference – 
ideological disparities are not permitted.  
 
Gilroy (2000:101) thus holds that with regard to South African identities, the intensely 
racialised self of the past and of the present has “degenerated readily into emblems 
of supposedly essential or immutable difference”. In this regard, Soudien (2009:146) 
                                                             
3
 A discussion about apartheid-related „racial memory‟ aberrations would be too convoluted for this study and, therefore, out of 
its scope. However, it should be noted that in post-apartheid South Africa, similar to during the apartheid era, racial identities 
have hardened discursively. 
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cautions against the emergence of “critical themes of differences” in post-apartheid 
South Africa. He subsequently identifies the following themes:  
 The social theme: This theme reflects issues such as language, race, ethnicity, 
social class, income levels, religion, educational status, political orientation, 
gender and sexual preferences (Hoad, Martin, Reid, Seekings and Nattrass, 
2005, cited in Soudien, 2009). 
 The historical or temporal theme: This theme draws attention to the ways in 
which differences between „traditional and modern‟ and „apartheid and post-
apartheid‟ continue to influence people‟s perceptions of the world (Comaroff and 
Comaroff, 1993, 1991, cited in Soudien, 2009). 
 The spatial theme: This theme refers in particular to the ways in which regional 
and global differences and one‟s urban or rural status mark people as being 
either insiders or outsiders (Mamdani, 1996, cited in Soudien, 2009).   
 The epidemiological theme: This rather controversial theme refers to one‟s age, 
disability, and health status in relation to diseases such as tuberculosis and HIV 
and Aids (Watermeyer, Swartz, Lorenzo, Schneider and Priestley, 2006, cited in 
Soudien, 2009).  
 
This theme determines one‟s degree of social acceptability (Soudien, 2009:146).  
The South African society can be described as a diverse, multi-cultural, multi-identity 
society where most citizens identify themselves in some form of racial, ethnic, social, 
traditional, regional, religious and even medical category. There is thus a close bond 
and correlation between culture and identity in South Africa, since identities are 
formed in and through a variety of culturally-mediated experiences. Soudien (2009), 
however, warns that South African citizens need to acknowledge and recognise that 
they should not only define themselves or be defined (or described) by the limited 
and limiting framework of „race‟. Rather, a far more complex set of criteria or 
categories (as above) should be utilised to describe and define their identity4 within 
South Africa‟s multi-cultural society. Bentley (2003) sees this multitude of 
identification possibilities as an asset, arguing that South African citizens are 
privileged to enjoy a rich multi-culturalism that is both „wide‟ and „deep‟. The width 
                                                             
4 It should be noted that identity here has a socio-political meaning as opposed to a personal, social denotation. 
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refers to the vast range of diversity of South African citizens in terms of race, culture, 
religion and language. The „deep‟ notion relates to the fact that „diversity‟ in the 
South African context is not a superficial matter, as many of these elements 
constitute essential aspects of a person‟s identity.  
 
Of particular relevance for this study is Cross‟s postulation (2004) that the expansion 
of the social, educational, cultural, linguistic, religious and racial diversity of South 
African society has found expression within South African institutions of higher 
education. As a result, notions of „diversity‟, „diversity issues‟ and „diversification‟ are 
increasingly becoming part of the higher education discourse. This poses new 
challenges to transformation in and of South African tertiary institutions.  Universities 
such as NMMU are expected to meet these challenges. The recent national audits of 
South African HEI conducted by the Higher Education Quality Committee (HEQC) 
indicated a disjunction between institutional culture and transformation policies 
prevalent at many institutions. This suggests that a key starting point for the 
development and implementation of an institutional transformation agenda should be 
the active involvement of all institutional stakeholders and constituencies.  
 
 
2.4 INSTITUTIONAL5 CULTURE  
This research study is located within NMMU‟s institutional transformation strategy, as 
described in Vision 2020. As such, this study seeks to engage critically with the 
notion of „institutional culture‟, followed by a profound discussion of the 
„transformation of institutional culture‟ within the South African higher education 
context. Construction and transformation of institutional cultures are increasingly 
being regarded as critical to the successful transformation of the South African 
higher education landscape. In the following section, the concept of „institutional 
culture‟ will be examined and discussed in more detail.  
 
Gioia (1998) and Stimpert, Gustafson and Sarason (1998) hold that, essentially, an 
institution‟s culture should be considered as an agreed-upon answer to the question: 
„Who are we as an organization?‟ Institutional culture thus represents insiders‟ 
                                                             
5
 In this study, the terms ‘organization’ and ‘institution’ will be used interchangeably.  
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perceptions and beliefs about what distinguishes their organization from others. As 
such, it provides the foundation for presenting images of the organization to 
outsiders (Cheney and Christensen, 2001; Gioia, Schultz and Corley, 2000; Hatch 
and Schultz, 1998; Alvesson, 1990). Simple and straightforward definitions of 
organizational or institutional culture often refer to „the way we do things around 
here‟, „the way we think about things around here‟, or „the commonly held values and 
beliefs held within an organization‟. Hudson (1999), however, holds that definitions of 
institutional culture are notoriously complex. As such, research on institutional 
culture is particularly difficult since it cannot easily be isolated as a theme in itself. It 
needs instead to be observed in relation to ongoing events and processes. Jonathan 
Jansen (2004:1), at present vice-chancellor of the University of the Free State, 
places the concept directly into the South African context by stating that, 
 
…the last frontier in the quest for social integration and non-racial 
communities in former white institutions will always be this hard-to-
define phenomenon called ‟institutional culture‟. „Institutional culture‟ 
clearly remains an evasive phenomenon.  
 
Ensor (2002:285) bluntly sees it as a “slippery notion indeed”.  Higgens (2007:98) 
also agrees that it is difficult to define the concept of institutional culture because of 
its dynamic nature. One should rather accept “that what this term tries to name is a 
contested social reality”. He thus holds that the focus of study needs to be “in the 
nature and terms of that dispute” (Higgens, 2007:98).  
 
Schein (2004: 3) points out that any member of an organization is fundamentally 
rooted in his or her own culture. He, therefore, suggests that in order to observe an 
institution‟s culture, one must locate the visible and explicit ways in which it 
manifests itself. In an effort to make institutional culture more tangible and 
understandable, Masland (1997:146) proposes a number of windows through which 
one can view both the past and present cultural influences in the institution. In this 
regard, Schein (1992:6) concludes that an organization‟s culture includes the norms, 
beliefs, and values of the group regarding correct reasoning and action toward any 
given problem. Schein‟s viewpoint, influenced by social psychology, thus also 
focuses on the construction and negotiation of values and meanings as expressed 
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through organizational artefacts, motivations and behaviours. He subsequently 
defines institutional culture as,  
 
…the deeper level of basic assumptions and beliefs that are shared by 
members of an organization that operate unconsciously and define in 
a basic taken-for-granted fashion an organization‟s view of it and its 
environment (Schein, 1992:6).  
 
Schein (2004:8), therefore, sees the most fascinating aspect of the concept of 
institutional culture in that it directs us towards powerful, yet often hidden, 
unintentional „matters below the surface‟. This emphasises also the invisible levels of 
institutional culture. Culture is to a group what personality or character is to an 
individual. Similarly, one can use the analogy of a „culture iceberg‟. The visible 
levels, in other words, surface manifestations of the „culture iceberg‟ include 
observable symbols, ceremonies, stories, slogans, behaviours, dress and physical 
settings. The invisible levels of the „culture iceberg‟ comprise underlying values, 
assumptions, beliefs, attitudes and feelings.  
 
We can see the behaviour that results, but often we cannot see the 
forces underneath that cause certain kinds of behaviour. Yet, just as 
our personality and character guide and constrain our behaviour, so 
does culture guide and constrain the behaviour of members of a group 
through the shared norms that are held in that group (Schein, 2004:8). 
 
Schein subsequently identifies three levels of institutional culture. These levels are 
artefacts, espoused values, and basic underlying assumptions: 
 The artefact level is also called the „surface level‟ because it represents visual 
organizational structures and processes, such as physical layouts and dress 
codes.  
 Espoused values constitute the middle level. The espoused values represent the 
institution‟s organizational strategies, goals and philosophies.  
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 The third and deepest level, namely, basic underlying assumptions, manifests 
itself as automated responses and unconscious perceptions or opinions of the 
members of the institution. 
 
Bartell (2003; 1984), Sporn (1996), as well as Cameron and Freeman (1991) also 
argue that an institution‟s culture is based on the values and underlying assumptions 
of the institution‟s community. Deal and Kennedy (1982), as well as Bartell (2003), 
furthermore, believe that these values, beliefs and assumptions are based on 
tradition. It is communicated verbally as well as nonverbally, and is often conveyed 
through stories, special language and institutional norms. Ultimately, it influences 
decision-making processes and shapes individual and organizational behaviours 
(Bartell, 2003; Tierney, 1988). Currie (2003:2) believes that the development of new 
institutional cultures is often a product of a combination of different institutional 
histories and cultures formed at specific times and places. Institutional culture is thus 
a „reconstruction‟ influenced by outside factors and internal dynamics.   
Should one then apply this understanding to the university as institution, it means 
that the university‟s institutional culture would largely be defined by the histories, 
values, beliefs and assumptions of its community, in other words, administrators, 
faculty, students, board members, support staff and so forth. A university‟s 
institutional culture can thus also be thought of as its „personality‟. Through 
observation of building architecture, campus facility maintenance, and student and 
staff interactions and attire, one can tell a great deal about the university‟s culture. 
 
 
2.5 INSTITUTIONAL SUB-CULTURES  
Within an organization, there are normally a range of sub-cultures. These all have 
distinct ideologies, cultural forms and behaviours, which are embedded within the 
overarching organizational culture. Sub-cultures divide an organization into various 
informal groups with invisible boundaries (Schein, 1996). De Long and Fahey (2000) 
see sub-culture differences as an outcome of paradigmatic diversity between the 
institution‟s members. This, they argue, often leads to the creation of barriers that 
inhibit cross-functional collaboration and the implementation of corporate-wide 
initiatives. Sub-cultures can shape organizational power.  Powerful sub-cultures 
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protect certain interests and assumptions, and in so-doing, control the institution‟s 
agenda (De Long and Fahey, 2000).  The presence of sub-cultures also signifies the 
existence of conflict not only within the divergent groups but with the overarching 
institutional culture. 
 
Sub-cultures should, however, not necessarily be seen as a negative force. Boisner 
and Chatman (2002:6) argue that sub-cultures often have certain properties that can 
strengthen the institution‟s overall organizational culture, as they also have the ability 
to disrupt an existing hegemonic institutional culture. These authors note that not all 
sub-cultures perform disruptive functions and they differ in the degree to which they 
interrupt the overarching culture.  
 
Despite the views of scholars alluded to above, little research has been done on the 
effect of organizational culture and sub-cultures on transformation initiatives in a 
higher education setting. In the South African higher education context, given its 
multi-cultural milieu, the potential for the existence of multiple sub-cultures within the 
unitary one and their effect on transformative initiatives is significant. We should 
accept that institutions such as NMMU have sub-cultures which often compete for 
hegemony. 
 
 
2.6 TRANSFORMING AN INSTITUTION’S CULTURE 
This study is located within the broader framework of organizational change. 
Unfortunately, efforts to transform an institution are often unsuccessful, since change 
strategies normally tend to focus predominantly on outer, artefactual6 levels such as 
the facilities, offices, furnishings, visible awards and recognition, and even company 
slogans, mission statements and other operational creeds. Apart from effecting these 
structural changes within the organization during such a period of change, 
institutional transformation, however, also involves change to the institution‟s culture. 
                                                             
6 Artefacts comprise the physical components of the organization that relay cultural meaning. Daniel Denison (1990) describes 
artefacts as the tangible aspects of culture shared by members of an organization. Verbal, behavioural and physical artefacts 
are the surface manifestations of organizational culture. 
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This is due to the direct link between the institution‟s overall culture and its 
willingness to embrace change.  
 
For the purposes of this study, the idea of „transforming institutional culture‟ is 
borrowed from the work of Eckel, Hill and Green (1998). These authors see 
institutional culture changes as a process that alters the culture of the institution by 
changing selected underlying assumptions and institutional behaviours, processes 
and products. The transformation of an institution‟s culture is indeed a deep and 
ubiquitous process. It is intentional and happens over a period of time. Ultimately, it 
affects the whole institution.  
 
In this regard, Kezar and Eckel (2000) believe that the institution‟s existing culture 
can either facilitate or inhibit institutional transformation. This depends on the 
correlation between the institution‟s existing culture and the proposed change. There 
is thus general agreement that an organization can only transform if the 
organizational culture is conducive to change. The notion of sub-cultures, as 
discussed above, therefore becomes important, as these sub-cultures within an 
organization affect the way organizational change is conceived and managed. 
Important to note in this regard is Boisner and Chapman‟s (2002) observation that 
new sub-cultures often also come to the fore during times of change. These new 
sub-cultures become “an outlet for members to express conflict and dissent arising 
during turbulent times” (Boisner and Chapman, 2002:6). Yet, apart from new 
emerging sub-cultures, existing sub-cultures are also affected by institutional 
change. Krefting and Frost (1985:157) found that the more diverse the sub-cultures 
in an organization and the wider the range of self-interests, the greater the possibility 
that the interests of some groups may be adversely affected by the introduction of 
change. Enhancing and disruptive „counter‟ sub-cultures can either challenge or 
affirm the dominant sub-culture. As such, these sub-cultures have the ability to 
influence the direction and tempo of the change process. 
In terms of transforming the higher education landscape in South Africa, Higgins 
(2007:97) notes an increasing awareness of the critical importance of the institution‟s 
culture with regard to successful transformation of tertiary institutions.  Putting it 
bluntly, he argues that,  
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…it is simply the massive fact and bulk of institutional culture that may 
be the main obstacle in the way of the successful transformation of 
South Africa‟s higher education system (Higgins, 2007:97). 
 
From the above, it is clear that theories on institutional culture can be arranged on a 
continuum that starts at the simplistic „the ways things are done at an organization‟, 
„the overall character of an organization' to the more complex Machiavellian7 role 
sub-groups play in shaping an institution‟s organizational culture. Institutional culture 
in the context of this study refers to a set of formal and informal, assumed and un-
assumed rules of engagement. It refers to the way of doing things, in other words, 
the code of conduct. Subsequently, it relates to a way of institutional life, in other 
words, a way in which stakeholders in a given institution interact with each other. 
This particular way of interaction defines what is seen as accepted norms of social 
behaviour.  Of particular relevance for this study is that the „accepted norm‟ often 
reflects the dominant sub-culture of that particular institution. 
 
Given the complexities involved when a large group of culturally, institutionally and 
racially diverse stakeholders are sharing a single unified identity, the potential for 
identity differentiation is also likely to be high (Whetten and Godfrey, 1998). The 
direct question that relates to this study then arises: How would a diverse multi-
cultural institution like the recently merged NMMU, burdened with the responsibility 
of institutional changes, be able to realise its transformative V2020 programme? In 
order to arrive at an answer to this profound question, related concepts and forces 
such as multi-culturalism, globalisation and mergers should also be interrogated. 
 
 
2.7 ‘MULTI-CULTURALISM’  
South Africa is a new democracy with a multi-cultural population. It is also part of the 
global society. As such, the issue of „multi-culturalism‟ has become increasingly 
                                                             
7
 The term Machiavellian has come to define a person who is "characterised by cunning, duplicity, or bad faith" in his or her 
attempts to gain political power. It is derived primarily from The Prince, a book in which Italian diplomat Niccoló Machiavelli 
(1469–1527) presents an amoral theory of governing. 
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important for higher education institutions in South Africa. It is, therefore, important to 
examine this concept in more depth, since it relates directly to NMMU‟s environment.  
 
The word „multi‟ literally means „more than one‟. The term, in its broadest sense, 
would thus mean, „more than one culture‟. Morrow (2007) argues that the recognition 
of „diversity‟, and more specifically, „cultural diversity‟ as alluded to above, is central 
to the notion of „multiculturalism‟. „Multi-culturalism‟, as an intellectual and social 
movement, was founded in the belief that, as a result of globalisation, migration and 
cross-cultural reproduction, modern societies have become so diverse in their 
cultural mix that their social systems and institutional orders require recognition and 
accommodation of diverse cultural norms (Swartz, 2008).  In this study, „multi-
culturalism‟ is understood as the recognition and promotion of cultural diversity in 
public life in a way that fosters greater social cohesion within social and political 
institutions (such as universities) (Morrow, 2007). 
  
„Multi-culturalism‟ can, therefore, be explained as a theoretical, political, and 
ideological response to the physical movement of people (and with them their 
cultures) across global geographic boundaries. In doing so, they contribute to the 
„multi-culturality‟ of modern societies across the world, including South Africa.  
Hence, Rodrigues (2005) concludes that the term „multi-culturalism‟ literally refers to 
a plurality or a multiplicity of cultures. This, in turn, can be defined as the collective 
material and non-material accomplishments of particular groups, their ways of doing 
things, and the manner in which these patterns of behaviour are transmitted from 
one generation to the next. „Multi-culturalism‟ is thus commonly described as “a 
social mosaic of bounded and identifiable cultures co-habiting a common territory in 
the context of a single dominant culture” (Rodrigues, 2005:20). 
 
Swartz (2010) believes that the intellectual roots of „multi-culturalism‟ (as a named 
idea) are to be found in many of the more established democracies of the northern 
hemisphere, particularly Britain, the United States of America and Canada, and also 
later, Australia and New Zealand. It evolved as an idea for managing the increasingly 
diverse cultural composition of these societies as a result of large-scale immigration. 
Subsequently, the idea of „multi-culturalism‟, in other words, the recognition, 
acceptance and promotion of culturally-diverse social norms in public institutional life 
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evolved (Swartz, 2010).  Since the 1970s, the dominant approach to dealing with the 
challenges and benefits of cultural diversity has thus been the ideology of „multi-
culturalism‟: the notion that all cultures in a given location can live side-by-side to 
everyone‟s mutual benefit.  
 
Approaches to „multi-culturalism‟ have, however, been neither static nor uniform. In 
this regard, three fairly distinct discursive trends have been identified (Warren, 2005; 
Goldberg and McLaren, 1994). This study will briefly map out these trends for the 
sake of understanding the complexities and variations of the notion of „multi-
culturalism‟ but will, however, not discuss its merits and demerits.   
 The first trend is conservative in nature, and is essentially „assimilationist‟. 
Cultural diversity is merely managed as an „add-on‟. Difference is tolerated but 
the superiority of the dominant culture affirmed. This style is found, for instance, 
in „corporate multi-culturalism‟, which, according to Warren (2005:238),  
 
… pays lip service to cultural pluralism in order to contain and 
restrain difference for corporate ends, such as avoiding 
complaints of discrimination and exploiting  imagery to sell 
products.  
 
The assimilationist notion of „multi-culturalism‟ is thus often considered to be a 
„fake‟ or „shallow‟ view of „multi-culturalism‟.  
 The second application of „multi-culturalism‟ is regarded as „liberal‟ or „left-liberal‟. 
Through the promotion of equal opportunities, this view is inclusive in its 
approach to diversity. However, whereas the conservative assimilationist 
preference (as alluded to above) would be to ignore cultural diversity (although it 
pretends otherwise), Warren (2005: 238) argues that this approach is inclined to 
„exoticise‟ „„otherness‟‟ by treating difference as an essence, and not as 
something that has been shaped by forces such as class, race and gender.  
 The third approach is referred to as „critical multi-culturalism‟. This stance is very 
similar to the second view mentioned above, but is concerned with issues of 
power. „Critical multi-culturalism‟ thus aims,  
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…to expose how power, inequality and oppression operate via 
the dominant culture and its racist and sexist practices, and, 
secondly, to develop an alternative democratic vision of „unity in 
difference‟ (Warren, 2005:239).  
 
Thus, whereas the liberal approach is inclusive, the critical approach aims to, in 
addition, be transformative. 
 
The concept and practice of „multi-culturalism‟ have been critiqued also from the 
political and philosophical fronts. One such critique relates to the tendency to 
categorise people when the concept comes under the spotlight. This may lead to 
greater stereotyping, particularly if special treatment (for example, affirmative action 
in employment appointments) is expected (Bently 2003). Probably the greatest 
challenge for „multi-culturalism‟ is how it can encourage cultural difference without 
promoting cultural chauvinism and its counterpart, xenophobia. Its insistence on 
cultural difference and separation makes the quest for equality elusive because of 
the reality of cultural hierarchies. The celebration of difference that it advocates rests 
awkwardly next to the reality of persecution, exclusion and stereotyping. Thus, when 
people are recognised, it is their individual identities that should be recognised and 
not some preconceived caricature of who they should be or how they should behave 
because of their membership in a particular group. Barry (2001:22), a critic of „multi-
culturalism‟, thus believes that it tends to conflate descriptions about the reality of 
cultural diversity with prescriptions of commitment to the programme of „normative 
multi-culturalism‟.  
 
Barry postulates that „multi-culturalism‟ is a “formula for manufacturing conflict” 
(2001:22). It becomes a way of conjuring up a spectre, which would exalt “what 
divides people at the expense of what unites them” (Barry, 2001:22).  Barry further 
claims that „multi-culturalism‟ undermines the struggle for social equality by turning 
its supporters against each other. What minority groups actually seek for are the 
“rights and resources enjoyed by those in positions of dominance and power” 
(2001:22). Unlike proponents of „multi-culturalism‟, Barry holds that protection of 
cultural differences only reinforces the power of the traditional cultural elite, at the 
expense of the disadvantaged minority members. 
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The late Neville Alexander (2002), a strong South African critic of „multi-culturalism‟, 
also believed that, both as a concept and as a practice, it has the tendency to 
categorise people in a manner that may lead to greater stereotyping, particularly if 
special treatment is expected. Harper and Badsha (2000) further point out that in 
South Africa, both „multi-culturalism‟ and „cultural diversity‟ have connotations and 
historical associations with apartheid that cannot be ignored.  They believe that, by 
emphasising cultural, linguistic, race and social diversity as justification for racially 
exclusionist policies, the former apartheid regime has left a negative connotation to 
the concepts of „diversity‟ and „difference‟. This has made diversity a highly 
contested issue in South Africa.  
 
There is an emergent realisation that, if we are to embark upon an 
organised national campus diversity initiative, we will need to rework, 
rediscover, redefine and hopefully find sufficient consensus on what 
we understand by diversity and diversity initiatives within our own 
South African context (Harper and Badsha, 2000:16). 
 
Swartz (2010) agrees, reminding us that before 1994, the concept of „cultural 
diversity‟ was utilised in South Africa as one of the precepts of „multi-culturalism‟, 
hence used as an argument in favour of the apartheid ideology. Apartheid, as an 
idea, in its various mutations since 1948, promoted the notion of South Africa being 
composed of different „nations‟, each with distinct and incompatible (for co-existence 
within the same territorial and institutional spaces) cultural identities (Swartz, 2010). 
This association of „multi-culturalism‟ with apartheid might seem odd, if not perverse 
at first sight, given their starkly different aims. Apartheid was based on the 
separation of people, conceived as culturally and socially incompatible to exist within 
the same geographical and institutional spaces. „Multi-culturalism‟, on the other 
hand, is an idea born of an expressed commitment to enjoin cultural plurality within 
the same spatial and institutional contexts. Their political motives are quite clearly 
different. However, there are, as Morrow (1998) has argued, some common 
assumptions about „group identity‟ in certain strands of thinking which places it 
perilously close to neo-apartheid doctrines. 
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McKinney and Soudien (2010) caution that because „racism‟ is often obscured and 
hidden behind „race‟, „multi-culturalism‟ struggles to come to grips with how 
individuals and groups strategically choose to present themselves. These authors 
contend that, presently in South Africa, the contents of „multi-culturalism‟ as an 
ideology or a philosophy does very little to prepare young people to operate critically 
within racially contested spaces. „Multi-culturalism‟ always comes down to „my 
people and my culture‟ versus „your people and your culture‟. This thin veneer of the 
„rainbow nation concept‟ reinforces apartheid-style stereotypes and actually 
perpetuates the continuing racial and class-based achievement gaps amongst young 
people in South Africa (McKinney and Soudien, 2010).  Myambo (2010) agrees, 
arguing that the ultimate limits of the South African so-called „rainbow nation‟ (in 
other words, cultural diversity in its narrowest sense) are precisely where, as 
ideology, „multi-culturalism‟ fails to address the social dimensions of democracy. The 
remnants of apartheid racial divisions and the wide spectre of class and political 
parity in South Africa make the rainbow nation dream ungraspable and illusory 
(Myambo, 2010).  
 
From the above, it seems clear that „multi-culturalism‟ in South Africa has the 
potential to create further social tensions and antagonism between diverse groups. 
Social fragmentation thus becomes a real risk. Insofar as „multi-culturalism‟ refers to 
the value of cultural tolerance and the celebration of diversity, it has, however, made 
a positive contribution in terms of broadening South African people‟s narrow horizons 
and exposing people to the wide range of cultural heritages. The question that 
subsequently arises relates to how the above discussions relate to NMMU and its 
transformative institutional culture agenda. The author believes the answer is two-
fold: 
 First, NMMU‟s demographics reflect the nature of the South African society. The 
NMMU constituency includes White, Coloured, Black (African), Indian, male and 
female stakeholders, representing a range of languages.  
 Second, it should be remembered that it is extremely difficult to emphasise 
cultural difference without also essentialising culture and ethnic identities (which 
are sometimes understood in racial terms). Although one can separate the 
individual from his or her cultural background when referencing individual rights, 
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one cannot simply ignore an individual‟s cultural heritage.  Appiah and Gutman 
(1996:89) argue that "ethnic identities characteristically have cultural distinctions 
as one of their primary markers”. Subsequently, "not only ethnic but also racial 
boundaries are culturally marked".  
 
As stated previously, the notions of race and culture are regularly conflated in South 
Africa. Most people identify themselves with a particular cultural ethnic group. It may, 
therefore, be more important for an institution such as NMMU to celebrate group 
rights above. This should, however, not happen at the expense of individual rights. 
Within the context of this study, this would imply that a transformative art programme 
would need to recognise, affirm and celebrate diversity, but avoid categorisation that 
leads to harmful and even greater stereotyping. The fundamental challenge for 
recognition of „multi-culturalism‟ at NMMU then is how it can encourage the 
celebration of cultural difference without advancing cultural prejudice.  An 
appropriate cultural programme should, therefore, note and recognise that individual 
human rights should be protected in the context of such a pervasive emphasis on 
group rights, which, in turn, raises the fundamental questions of identity and of 
choice. If cultural difference is so rigorously imposed, then it leaves little room for 
individual choice. Thus, one of the major issues related to „multi-culturalism‟ is how it 
meshes with individual rights because it so clearly emphasises the recognition and 
the rights of a collective. 
 
 
2.8 GLOBALISATION AND HIGHER EDUCATION IN SOUTH AFRICA 
„Multi-culturalism‟ developed as a direct result of increased globalisation (Kelly, 
2002).  This leads this study to the concept of globalisation and its effects on the 
cultural realm at NMMU. Globalisation has been defined in many ways by various 
scholars. Evans, Pucik and Bjorkman (2011:2) define globalisation as,  
 
…a widening, deepening, and speeding up of interconnectedness in 
all aspects of contemporary life, from the cultural, to the criminal, the 
financial to the spiritual.  
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Should one apply this definition to the higher education sector, global higher 
education can thus be seen as the “widening, deepening and speeding up of 
interconnectedness” of universities within the global world. This implies that 
universities are no longer isolated institutions of society operating in particular towns 
or cities. Rather, they are global HEIs that are connected to the global world, 
irrespective of their country of origin (Evans et al., 2011).  
Singh and Papa (2010: 3) subsequently believe that globalisation has posed 
challenges of a hitherto unknown nature to nation states, and much of the seemingly 
recent, never-ending change in higher education is a corollary of these challenges. 
These authors argue that the nature and complexity of the forces involved in 
globalisation require serious attention, since it has a significant impact on higher 
education. This impact raises fundamental issues which demand intense 
engagement and debate among educationists, researchers, and policy makers.  
According to Singh and Papa (2010:1), it can thus be argued that globalisation has 
altered the context in which educators operate.  In particular, globalisation is forcing 
universities to become market-driven „sites for branding‟. Similar to the corporate 
world, the „targets of corporate expansion‟ are forcing many policymakers at HEIs to 
„respond to the market‟ and to address „market solutions‟.  
 
Cloete, Maassen, Fehnel, Moja, Perold and Gibbon (2004) point out that South 
Africa‟s internal political transition during the early 1990s corresponded with a phase 
in world history which is broadly captured as „globalisation‟. As higher education in 
South Africa begun the processes of transition from its apartheid past towards 
greater democratisation, it was simultaneously subjected to global pressures from 
which it had been artificially cushioned in the past. After South Africa‟s first 
democratic election in 1994, HEIs were confronted with social, political and 
economic demands of a kind not encountered during the previous apartheid era. 
These „new‟ globalisation-related pressures included, for example, market 
competitiveness, commodification of higher education products, as well as increased 
public accountability. Owen (2008:187) argues that the sweeping forces of 
globalisation have also heightened the importance and priority of diversity in the 
South African higher education arena. This author subsequently observes that higher 
education in South Africa is beginning to reflect “the differences that differences 
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make”. This lead to increased concerns related to notions of inclusiveness and social 
justice (Cloete et al.,2004). 
 
It is widely accepted that globalisation has had an effect, both positive and negative, 
on higher education in South Africa. While some scholars argue that globalisation, 
the internet and the scientific community have levelled the field in the new age of 
knowledge interdependence, others claim that globalisation has led to universal 
inequality, subjugation and the marginalisation of some communities (Maharaj, 
2011:38). 
 
University mergers in South Africa were primarily driven by political forces. Hall, 
Symes and Luescher (2004:11) explain that,   
 
…[m]ergers and incorporations have been prescribed by the state as 
part of an explicit agenda of transformation, redress and equity in the 
sector. Restructuring has as its goal the dismantling of the apartheid 
landscape of higher education and the configuration of a new 
landscape which will allow higher education to achieve the goals set 
for it in national policy.  
 
The need to restructure and reconceptualise the higher education landscape was, 
however, also linked to international patterns of capital accumulation. This resulted in 
a drive to commodify areas of cultural and social life. The merging of South African 
HEIs was aligned with the new government‟s emphasis on fiscal austerity and 
international neoliberal trends.  
From the above, it is clear that the forces of globalisation, coupled with the national 
South African social and political transformation agenda, which included the 
restructuring of the higher education landscape, brought about many changes and 
challenges, also for NMMU.  The following section will focus in more depth on the 
merger process and explore some of its consequences for university institutional 
cultures.  
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2.9 MERGERS  
Since 1994, South African HEIs became engaged in a wide array of transformation-
oriented initiatives. It was critical to reconfigure this landscape in order to meet the 
needs of a developing democracy, such as South Africa (Badat, 2010). The 
transformation strategies ranged from redefining the purposes and goals of higher 
education, to major restructuring and reconfiguration of the higher education 
institutional landscape, as well as of individual institutions (Badat, 2010). In order to 
gain more insight into the extent of the transformation of this particular landscape, it 
is necessary to provide a brief overview of the process.  
 
By 1994, when the former national government with its apartheid-based policies was 
officially replaced by a democratically elected government, the South African higher 
education sector comprised of 21 public universities, 15 technikons, 120 colleges of 
education, 24 nursing colleges, and 11 agricultural colleges. By 2001, seven years 
later, the landscape looked different: All the colleges of education were either closed 
or incorporated into the universities and technikons. Based on various criteria, the 
process of institutional restructuring in this sector that occurred after 2001 reduced 
the former 36 public HEIs (universities plus technikons) to 23. This happened 
through mergers, as well as the incorporations of some institutions into others. At 
present, the South African higher education landscape comprises 11 traditional so-
called „academic‟ universities, six „comprehensive‟ universities (including NMMU) 
and six „universities of technology‟.  
 
In 2004, the former University of Port Elizabeth (UPE) incorporated the PE campus 
of the national Vista University. In 2005, it merged with the former Port Elizabeth 
Technikon (PET). The newly established Nelson Mandela Metropolitan University 
(NMMU) came into being as a so-called „comprehensive‟ university. Comprehensive 
universities offer both technikon-type (in other words, industry-oriented), as well as 
university-type (in other words, academy-oriented) programmes.  
 
The notion of „merging‟ tertiary institutions brought many issues to the fore. While 
there is a growing body of research on higher education mergers in South Africa 
(Moeng, 2009; Kistan, 2006; Ogude, 2005; Van Staden, 2005; Wallis, 2005; 
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Finalyson, 2005), it is not yet well developed. Lang and Eastman (2001), for 
example, believe that, on the whole, the literature on higher education mergers is not 
sufficiently well developed. What the literature does, however, reveal about 
„mergers‟, is that it implies radical change, not only to the governing systems of the 
institutions affected, but also to the „souls‟ of the participants involved in the merger 
processes. „Souls‟ in this context is defined broadly as the institutional cultures of the 
affected universities (Skodvin, 1999).  
 
In this regard, it is important to note that one of the biggest obstacles impeding the 
successful merging of two or more organizations is the issue of institutional culture. 
Each pre-merged institution did, indeed, have its own unique culture. Most often, 
when brought together, these cultures clash. Moeng (2009:6) thus argues that, 
  
…the incorporations and merger processes that occurred in South 
Africa after 2001, displaced institutions of higher education and 
positioned them in new organizational homes, thus subjecting 
faculties, schools and departments to a process of relocation, new 
knowledge acquisition, identity change and meaning-making 
processes.   
 
As alluded to earlier, the forces of globalisation, coupled with the national South 
African transformation agenda and the merging of HEIs in South Africa brought 
about many changes and challenges. This resulted in the disruption of the traditional 
identities and organizational cultures of former HEIs. Seven years since the coming 
into existence of NMMU in 2005, one of current challenges is to “form a coherent 
and cohesive organization that is created from culturally diverse and traditionally 
uncomplimentary institutions” (Moeng, 2009:5,6).  
 
Chetty (2006:282) raises a fundamental challenge when he points out that the South 
African higher education merger experience brought together different institutional 
cultures. These diverse institutional cultures often had profoundly entrenched “racial 
psyches”, which led to “tensions and conflict between staff as a result of cultural 
differences”.  As a result, merger processes had to be managed with a great deal of 
care (Chetty, 2006). Chetty‟s research indicates that in order to overcome past 
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cultural differences, a new identity for the merged institution has to be established. 
This author postulates that a new institutional identity becomes possible when 
stakeholders share a new vision and mission for the new entity. A new vision and 
mission, however, has to be supported by ancillary strategic plans, implementation 
and monitoring (Chetty, 2006).  
 
Astin (2001) argues that one of the most critical assumptions about institutional 
transformation in the higher education sector is that its primary purpose is to 
enhance the educational outcomes of students. Astin (2001) holds that community 
engagement should be fundamental to the purpose and mission of all South African 
HEIs since the ultimate aim of any transformation effort should be to serve the 
community and the larger society. This can be done by assisting students in 
becoming more competent, engaged, caring, and responsible citizens and future 
parents.  
 
 
2.10 INSTITUTIONAL TRANSFORMATION AT NMMU 
Nelson Mandela Metropolitan University‟s Vision 2020 has been designed to 
encapsulate the processes of institutional transformation at this particular HEI. This 
document enables stakeholders at NMMU to consider its future against the backdrop 
of significant transformation in higher education systems, both nationally and 
internationally (Salmi, 2001: 105). The university‟s vision, namely,  
 
..to be a dynamic African university, recognised for its leadership in 
generating cutting‐edge knowledge for a sustainable future,  
 
as well as its mission, namely,  
 
…to offer a diverse range of quality educational opportunities that will 
make a critical and constructive contribution to regional, national and 
global sustainability,  
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is part of the long-term strategic priorities and goals of the university. These, in turn, 
are guided by an understanding of the current context and role of the university in 
redressing historical inequalities. This includes low participation rates in higher 
education, as well as quality and inefficiency challenges.  
 
The V2020 strategic plan has also been devised to address internal tensions 
between sub-cultures that exist around NMMU‟s institutional profile. Essentially, 
V2020 is a strategic document concerned with establishing the type of university 
NMMU should be while taking cognizance of the wider context of the university in 
society. V2020 is about how NMMU articulates the basic philosophical and 
intellectual foundations that frame NMMU. It constructs the university‟s institutional 
identity, both academic and non-academic, in response to the demands of global, 
national and local transformation processes (Swartz, 2008). Subsequently, NMMU‟s 
V2020 aims to foster the development of a transformative institutional culture that is 
able to counter the negativity associated with the merger processes (Sheppard, 
2009).  
 
The above section has focused on the internal and external forces shaping and 
influencing transformational changes at NMMU. The literature discussed assisted in 
framing the study against a backdrop of „multi-culturalism‟, culture, institutional 
culture, mergers and sub-cultures. All these concepts inform the landscape in which 
the arts are able to foster a transformative institutional culture at NMMU.  
 
 
2.11 THE ARTS AND THEIR VALUE TO HIGHER EDUCATION AND 
TRANSFORMATION   
Since ancient times, societies have recognised the significant value of the arts. This 
is evidenced by the important role that the arts historically played in so-called „great‟ 
and „civilised‟ societies. The arts offered environmental benefits to these societies 
and served as a point of national pride. Nations competed to display their status 
through the magnificence of their public buildings, the skill of their court musicians, or 
the lavishness of their collections of paintings and sculptures.  
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Apart from so-called „civilised‟ societies, indigenous societies such as the Khoi San 
of South Africa and the Aborigines in Australia also offered (and continue to offer) 
rich and diverse cultures based on a profound spiritual relationship with their land 
and natural resources. Kipuri (1993:52), for example, argues that,  
 
…[d]ichotomies such as nature versus culture do not exist in 
indigenous societies. Indigenous peoples do not see themselves as 
outside the realm of nature, but as part of nature, and they have their 
own specific attachment to their land and territory and their own 
specific modes of production based on a unique knowledge of their 
environment. 
  
Yet, common to both historical Western and indigenous paradigms was the 
acknowledgement that „the arts‟ could add value to society. Both paradigms utilised 
models of functionality and non-functionality in their art offerings. Throughout history, 
irrespective of its paradigm, the arts had a significant number of different functions 
making their purpose difficult to abstract or quantify to any single concept. This does 
not imply that the purpose of art is „vague‟, but rather that it had many unique, 
different reasons for being created.  
 
In his famous The Public and Its Problems, Dewey (1927, cited in Eisner, 2002) 
argues that the function of art is always to break through the conventional and 
routine (as most relevant artists are able to do) by challenging and living life as a 
conscious human being. Dewey's theory is an attempt to shift the understandings of 
what is important and characteristic about the art process (in other words, the 
making of an art work) from its physical manifestations in the „expressive object‟ (the 
art work) to the process in its entirety. This implies a process whose fundamental 
element is no longer the material „work of art‟ but rather the development of an 
„experience‟. Any experience affects lives. Art as experience thus impacts on 
personal, social and educational life. Essentially, art is a product of life‟s processes, 
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and as in the Hegelian8 dialectical tradition, life, in turn, produces a work of art which 
is a product of life.  Dewey, furthermore, argues that while the sciences state 
meaning, the arts express meaning. Meaning is not limited only to that which one 
can assert. The aesthetic cannot be separated from the intellectual, and for the 
intellectual to be complete it must bear the stamp of the aesthetic (Dewey, 1927, 
cited in Eisner, 2002).  Holden (2004:35) and other scholars subsequently offer a 
range of benefits the arts offer:  
 The arts have historical (heritage) value. Holden (2004:35) believes that the arts 
have a special relationship with the past. As such, they have significance for 
concepts such as identity and belonging. The arts are important because they are 
intrinsic components of human culture, heritage and creativity. As a result, the 
arts are ways of knowing, representing, presenting, interpreting and symbolising 
human experience. 
 Art has social value as it has the ability to make connections between people. It 
reinforces a sense of unity and collective social identity. Art brings people 
together at social, intellectual and recreational level. It lubricates societal 
interaction. Steele (2008) believes that the arts can teach and transmit cultural 
values and allow individuals to learn about respect and cherish their own history, 
society, and culture. Putnam (2000) argues that participation in arts creates more 
empathic, confident and committed citizens. It is generally accepted that the arts 
can transcend cultural differences and enable diverse people to recognise 
common goals and desires (Simons and Hicks, 2006). Steele (2008: 25) thus 
argues that when students engage in arts activities, they are afforded the 
opportunity to examine cultures different from their own. This broadens their 
                                                             
8
 The Hegelian process of change in which a concept or its realisation passes over into and is 
preserved and fulfilled by its opposite and is developed through the stages of thesis, antithesis, and 
synthesis in accordance with the laws of dialectical materialism. 
 Marx's view of history is called dialectical materialism because he sees the dialectical process being 
driven forward not by abstract forces, as Hegel did, but rather by solid material conditions, and 
particularly by economic factors. In other words, while Hegel's description of history rests on the idea 
that new ideas cause us to change the way we live (our thoughts change, and the world changes in 
response), Marx's description states that when new economic relationships change the way we live, 
we develop new ideas (the world changes, and our thoughts change in response). 
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perspectives and acceptance of “not just art but also individuals, cultures, and 
beliefs”. Eisner (2002:2) thus argues that art transforms consciousness,  
   
...the senses are our first avenues to consciousness. Without an 
intact sensory system we would be unaware of the qualities in the 
environment to which we now respond. That absence of 
consciousness would render us incapable of distinguishing friend 
from foe, of nourishing ourselves, or of communicating with others.  
 
The arts have the ability to “liberate us from the literal; they enable us to step into the 
shoes of others and to experience vicariously what we have not experienced directly” 
(Eisner, 2002:10). 
 The arts have symbolic value since they are a repository for bestowing meaning. 
Groups identify with particular art works (all art genres) which, in turn, 
symbolically represent and reflect their collective unconscious and the inner 
psyche.  
 The arts have aesthetic value since they offer and propose concepts of beauty.  
 The arts also have spiritual value, since they address aspects of the religious, the 
luminous and the sublime (Holden, 2004:35).  
 The arts have well-being value. Cowling (2004) believes that the arts can improve 
both mental and physical health, because they can fulfil a preventative function.  
 The arts have educational value.  They can open minds by breaking down the 
barriers to imagining the realities of worlds beyond the familiar. Conventional 
perceptions of what constitutes „academic achievement‟ thus need to broaden 
and also acknowledge the importance of a well-developed imagination, and how 
this can be developed through the arts (Greene, 1997). Allen (1995) accordingly 
asserts that our imagination is the most important faculty we possess. Malchiodi 
(2002:3) agrees, arguing that our imagination “is central to our capacity to 
confront and deal with obstacles in life and to invent solutions to problems”. 
Putnam (2000), as well as Cowling (2004), holds that participation in the arts help 
individuals to become smarter or more creative, because “contact with the arts 
requires the abilities to question, explore and collaborate; and to extend and 
develop one‟s ideas, and the ideas of others” (Cowling, 2004:8).  
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Catterall (2002) explains that the concept of „transfer‟ (learning in one context assists 
learning in a different context) has intrigued cognitive scientists and education 
researchers for more than a century. A commonly held view is that all learning 
experiences involve some degree of transfer both in life and learning outside the 
school, as well as learning within the school. However, the nature and extent of 
these transfers remain a topic of great research interest. Recent studies suggest the 
effects of transfer may in fact accrue over time and reveal themselves in multiple 
ways. Students who participate in arts learning experiences often improve their 
achievement in other realms of learning and life (Catterall, 2002). 
 
Considering the above, it is clear that the value of the arts is often described in terms 
of both its „use‟ and „non-use‟. Its non-utility value is typically characterised by its 
altruistic, bequest and existence value: 
 The arts‟ altruistic value is derived from the knowledge that others may enjoy a 
particular good. This means that art is able to provide a sense of pleasure and 
„good feelings‟.    
 The arts‟ bequest and existence value is derived from the idea that it is important 
to conserve assets for future generations. This refers to the value of heritage (or 
bequest) as heritage reflects the individual‟s need to belong and to know who he 
or she is. In an increasingly globalised world, marked by the exchange of ideas 
and people‟s mobility, the search for connections and roots is important and 
valued. The arts provide a tangible heritage. Subsequently, art constitutes an 
important component in the formation of identity and self.  
 
Throsby (2001) also refers to the fact that the arts have both economic (“use”) and 
cultural (“non-use”) value. In this regard, Keany (2006) holds that the arts transmit 
notions of pricelessness and intrinsic value. They reinforce the belief that something 
has worth in itself, independent of its external, economic value.  
For ages, it has been commonly accepted that, through their power to move, inform, 
entertain, provide pleasure, and so forth, the arts have intrinsic value for individuals, 
as well as broader society. Jensen (2002), however, cautions that it is profoundly 
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irrational to assume that something „changes‟ in us merely by being exposed to „high 
culture‟ art.  
 
We assume, ludicrously, that the effect is embedded in the cultural 
form itself, released when it is „consumed‟. If this were true, then it 
would be relatively easy to give each of us doses of good culture, 
making us into model citizens. Few carry faith in cultural effect that far. 
Yet the popular accounts of the Mozart effect implied just that - a dose 
of a sonata would improve brain wiring and math ability (Jensen, 
2002:4). 
 
Jensen does not, however, negate the intrinsic value of the arts.  If the arts are 
nurtured and sustained and their importance is recognised, their value will become 
evident and in time underpin the core work of the academy.   
 
This study concerns itself with the non-utility value of the arts, in other words, the 
arts‟ aesthetic, spiritual, social, historical, symbolic and authenticity value, and, in 
particular, in terms of what benefits art holds for institutional transformation at 
NMMU. The extent of the role the arts could play is determined by the value key 
internal stakeholders attach to the power and ability the arts have as valuable 
transformation tools. Although art is so pervasive to human existence, there is 
reason to believe that, due to its intangible nature, it is still not regarded as a core 
component of the higher education curriculum either as an autonomous subject (in 
all genres) or as an infusion into all aspects of the curriculum. As such, the potential 
contribution the arts can make, also to institutional transformation, is not adequately 
utilised. 
 
 
2.12 CONCLUSION 
This chapter discussed some aspects of academic literature relating to the concept 
of institutional culture within a changing and transforming environment. The 
information culled from the literature was arranged in an organizational pattern that 
attempted to both synthesise and summarise the issues that contextualise and frame 
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transformative institutional culture. The latter half of the chapter explored the 
catalytic ability of the arts and an attempt was made to describe the role they could 
play in transforming an institutional culture such as NMMU‟s. In the subsequent 
chapter, the author will explain the research methodology applied in order to answer 
the main research question that guided this study, namely: What are the perceptions, 
expectations, insights and opinions of key internal stakeholders in leadership 
positions in terms of the role the arts can play in establishing a transformative 
institutional culture at NMMU? 
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CHAPTER 3 
 
RESEARCH METHODOLOGY 
 
 
3.1 INTRODUCTION  
Fouché (2002: 107 – 108) defines a research goal as a „dream‟, whereas an 
objective is a „step‟ to be taken in order to achieve that dream. The „dream‟ of this 
study is to explore how the arts can contribute to the establishment of a 
transformative institutional culture at NMMU. One such a step is to ascertain the 
perceptions, expectations, insights and opinions of a particular section of NMMU‟s 
„critical community‟ (Torbert, 1991:232), namely key internal stakeholders in 
leadership positions.  
 
This chapter explores the rationale behind the utilisation of a qualitative approach 
and begins with a brief overview of research paradigms and their development and 
changes over the past century in terms of ontology and epistemology. The reasons 
for selecting a qualitative research design and methodology are discussed as well as 
the research sample and data collection techniques utilised in the study. An 
argument is presented for utilising the interpretive paradigm and the limitations of 
such a paradigm are highlighted. Finally, a brief overview of how the data is 
analysed is given and the chapter concludes by highlighting issues of ethical 
concern. 
 
 
3.2 THE RESEARCH PARADIGM  
A paradigm is a set of assumptions, concepts, values, and practices that constitutes 
a way of viewing reality for the community. The term 'paradigm' can be defined as "a 
loose collection of logically related assumptions, concepts, or propositions that orient 
thinking and research" (Bogdan and Biklen, 1998:22). It also refers to the 
philosophical intent or motivation for undertaking a study (Cohen and Manion, 
1994:38). Mac Naughton, Rolfe and Siraj-Blatchford (2001:32) argue that a paradigm 
represents a belief about the nature of knowledge, a methodology and criteria for 
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validity. Rather than using the term „paradigm‟, some authors prefer to discuss these 
frameworks in terms of 'knowledge claims', epistemology or ontology, or even 
research methodologies (Creswell, 2003; Neuman, 2000).  
Various theoretical paradigms feature in the literature. These include the positivist 
(and post- positivist), interpretive, critical, emancipatory, transformative, pragmatist 
and constructivist paradigms. Overlaps exist. For the purposes of this study, the 
following paradigms deserve to be discussed briefly.  
 
 Positivist and post-positivist paradigms  
The positivist and post-positivist paradigms see the researcher and the 
researched as mutually exclusive entities, working independently of each other. 
The assumption is that each entity constitutes a separate, discrete world that can 
be studied in uncontaminated isolation.  
 
 Positivism 
Positivism is sometimes referred to as 'the scientific method' or 'science 
research'. It is "based on the rationalistic, empiricist philosophy that originated 
with Aristotle, Francis Bacon, John Locke, August Comte, and Emmanuel 
Kant" (Mertens, 2005:8). Creswell (2003:7) argues that positivism "reflects a 
deterministic philosophy in which causes probably determine effects or 
outcomes". Positivism may be applied to the social world on the assumption 
that,  
 
…the social world can be studied in the same way as the natural 
world, that there is a method for studying the social world that is 
value-free, and that explanations of a causal nature can be 
provided (Mertens, 2005:8). 
 
Researchers operating within the positivist paradigm thus seek to „find‟ truth 
and „prove‟ it through empirical means. According to positivists‟ ontology, “a 
single reality exists and it is the researcher‟s job to discover that reality” 
(Mertens, 2005:11). Positivist researchers believe in the assumption that 
reality is „out there‟ and that reality is stable, observable and measurable. 
Positivism thus assumes an objective world which scientific methods can 
49 
 
more or less readily represent and measure, and it seeks to predict and 
explain causal relations among key variables (Gephart, 1999).  
Despite the apparent success of positivism, especially in the field of natural 
sciences, critique of its ontological and epistemological stances gradually 
emerged. During the 1970s and 1980s, concerns about the limits of 
quantitative data and methods, associated with positivism, increased. Critics 
argued that positivistic methods strip contexts from meanings in the process 
of developing quantified measures of phenomena. It disregarded the 
subjective states of individuals as it regarded human behaviour as passive, 
controlled and determined by the external environment (Guba and Lincoln, 
1994:106). Hence human beings are „dehumanised‟ as personal intention, 
individualism and freedom are not taken into account in viewing and 
interpreting social reality. Positivist researchers, according to Cohen, Manion 
and Morrison (2000:17), discount the idea of individualism, freedom, 
autonomy, and moral responsibility.  Findings of positivistic social science 
research studies are thus often said to be “so banal and trivial that they are of 
little consequences to those for whom they are intended” (Cohen, et al., 
2000:18).  
 
 Post-positivism  
Positivism was replaced after World War II by post-positivism (Mertens, 
2005). Post-positivists work from the assumption that any piece of research is 
influenced by a number of well-developed theories apart from, and as well as, 
the one which is being tested (Cook and Campbell, 1979:24). Hence, post-
positivism is an evolution of positivism and is consistent with positivism in 
assuming an objective world exists. Post-positivism, however, accepts that 
the world might not be readily apprehended and that variable relations or facts 
might be only probabilistic, not deterministic. Post-positivists, therefore, 
replaced or complemented positivists‟ focus on experimental and quantitative 
methods which were used to „test‟ and „verify‟ hypotheses with an interest in 
qualitative methods to gather broader information outside of readily measured 
variables.   
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 The interpretative paradigm 
By the middle of the 20th century, research in the social sciences shifted away 
from positivism towards studies that aimed to capture the lives of participants in 
order to understand and interpret their meaning. In contrast to positivists‟ and 
post-positivists‟ belief that reality is „out there‟, the interpretative researchers‟ 
basic beliefs and ontology are that multiple, subjective, socially constructed 
realities exist. The interpretive researcher regards the researcher and researched 
as working in an interrelated dialogical fashion where the researcher is 
attempting to understand how the other lives, whilst being part of that world as 
well.  
 
The interpretative (also often referred to as the constructivist paradigm) grew out 
of the philosophy of Edmund Husserl's phenomenology and Wilhelm Dilthey's 
and other German philosophers' study of interpretive understanding called 
hermeneutics (Eichelberger, 1989, cited in Mertens, 2005:12) . Interpretative 
approaches to research have the intention of understanding "the world of human 
experience" (Cohen and Manion, 1994:36), suggesting that "reality is socially 
constructed" (Mertens, 2005:12). The interpretative researcher tends to rely upon 
the "participants' views of the situation being studied" (Creswell, 2003:8) and 
recognises the impact on the research of their own background and experiences. 
Constructivist or interpretative researchers do not generally begin with a theory 
(as with post-positivists). Rather, they prefer to "generate or inductively develop a 
theory or pattern of meanings" throughout the research process (Creswell, 
2003:9). The constructivist researcher is most likely to rely on qualitative data 
collection methods and analysis or a combination of both qualitative and 
quantitative methods (commonly referred to as „mixed methods‟).  
 
The central undertaking of researchers working in the interpretive paradigm is 
thus to understand the subjective world of human experience in order to preserve 
the integrity of the phenomenon being researched (Cohen et al., 2000:22). The 
strength of interpretive research is that it provides real data from a small sample, 
allowing for in-depth “slice of life” pictures of an occasion (Gummesson, 
2003:485).  
 
51 
 
The interpretative paradigm, however, has its limitations and has been critiqued 
by many scholars for a number of reasons. Cohen et al. (2000:27), for example, 
argue that researchers operating in this paradigm “become hermetically sealed 
from the world outside the participants‟ theatre of activity”. Bernstein (1994, cited 
in Cohen et al., 2000: 27) regards the subjective nature of the qualitative 
research reports as often “incomplete and … sometimes misleading”. Another 
critique is that the strength of the responses depends to a large extent on the 
ability of the interviewer to build relationships and extract information in a way 
that is honest and skilful. Findings are thus not generalisable and often not 
transferable to other contexts (Cohen et al., 2000). 
 
The interpretative paradigm has been criticised not only by positivists and post-
positivists, but also by a group of researchers and critical theorists, who represent 
a third paradigm of research, namely, the transformative or critical paradigm 
(Mertens, 2005:16).  
 
 The critical or transformative paradigm  
According to Mertens (2005), the critical or transformative paradigm arose during 
the 1980s and 1990s partially due to dissatisfaction with the existing and 
dominant research paradigms and practices. It also emerged as a consequence 
of a realisation that much sociological and psychological theory which lay behind 
the dominant paradigms "had been developed from the white, able-bodied male 
perspective and was based on the study of male subjects" (Mertens, 2005:17). 
Critical or transformative researchers felt that the interpretative and constructivist 
approach to research did not adequately address issues of social justice and 
marginalised peoples (Creswell, 2003:9). They thus felt that research should be 
interwoven with “politics and a political agenda" and contain an action agenda for 
reform "that may change the lives of the participants, the institutions in which 
individuals work or live, and the researcher's life" (Creswell, 2003:9-10). In 
essence, the critical paradigm aims to lead to a more just and egalitarian society 
where individual and collective freedoms are enabled. Ultimately, researchers 
working in the paradigm aim to eradicate oppression and the illegitimate exertion 
of power (Cohen et al., 2000:28). 
 
52 
 
Critical researchers utilise qualitative and quantitative data collection and analysis 
methods in much the same way as the interpretive and constructivist 
researchers. Somekh and Lewin (2005:275), however, promote the mixed 
methods approach, arguing that it provides the critical or transformative 
researcher with structure for the development of "more complete and full portraits 
of our social world through the use of multiple perspectives and lenses". This 
allows for an understanding of "greater diversity of values, stances and positions" 
(Somekh and Lewin, 2005:275).  
 
From the above elaborate discussion, it is clear that researchers need to 
recognise the paradigm in which they are operating, as it allows them to identify 
their role in the research process and determine the course of a research project. 
A research paradigm will, furthermore, determine the data collection, analysis 
and interpretation approaches so as to ensure that the research is cohesive and 
valid.  
 
As mentioned earlier, the central research question that guided this study relates 
to the perceptions, expectations, insights and opinions of key internal 
stakeholders in leadership positions in terms of the role the arts can play in 
establishing a transformative institutional culture at NMMU. Since the author‟s 
primary aim thus is to explore the participants‟ meanings and perceptions in order 
to understand their “subjective world of human experience [and to] to get inside 
the person and to understand from within" (Cohen and Manion, 1994:36), the 
interpretive paradigm proved to be the most appropriate for this study. This 
paradigm enabled the participants to state their own views of the role the arts can 
play towards establishing a transformative institutional culture at NMMU. The 
interpretative orientation was then considered as the ideal „lens‟ through which 
this study was conducted.  
 
 
3.3 THE RESEARCH DESIGN  
A research design is often seen as the glue holding a research project together. A 
design is used to structure the research and to show how all major parts of the 
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research project contribute towards addressing the central research question. 
Somekh and Lewin (2005) define the design as both "the collection of methods or 
rules by which a particular piece of research is undertaken" and the "principles, 
theories and values that underpin a particular approach to research" (2005:346), 
while Walter (2006:35) argues that the design is the frame of reference for the 
research which is influenced by the "paradigm in which our theoretical perspective is 
placed or developed".  
 
Three major designs are evident in social research. These are quantitative, 
qualitative or mixed method designs.  The design applied by a researcher depends 
on the aims of the study and the nature of the phenomenon being researched. The 
positivist or post-positivist paradigm, for example, is predominantly associated with 
quantitative approaches (methods) for data collection and analysis, though not 
necessarily exclusively, while researchers operating in the interpretative or 
constructivist paradigm generally use predominantly qualitative methods (Silverman, 
2000; Wiersma, 2000; Bogdan and Biklen, 1998; Mertens, 1998; Burns, 1997; 
Cohen and Manion,1994; Glesne and Peshkin,1992). 
 
Since quantitative research designs often exclude meanings and interpretations of 
the collected data, and also tend towards „outsider‟ meanings and interpretations on 
the data, such a design was not suitable for this study. Quantitative research studies, 
furthermore, require statistical samples which often do not represent specific social 
groups and which do not allow understanding of individual cases. Qualitative 
researchers, on the other hand, have different epistemological assumptions. They 
see human life as experienced and, indeed, constructed from a subjective point of 
view. Cohen and Manion (1994:36) thus define a qualitative study as,  
 
…an inquiry into a social or human problem based on building a 
complex ,holistic picture, formed with words, reporting detailed views of 
informants, and conducted in a natural setting.  
 
Matthew and Sutton‟s contention (2004:82), namely that qualitative research designs 
are commonly associated with explorative and descriptive forms of research, was 
relevant to this study. Very little information was available about the perceptions and 
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views of key internal stakeholders with regard to the role arts could play in the 
establishment of a transformative institutional culture at NMMU. As such, a 
descriptive strategy is incorporated in order to gain understanding of the perceptions 
and views of these stakeholders. The study is also contextual in that it sought to 
understand the perceptions and views stakeholders had about what constitutes an 
institutional culture, what is meant by a transformative institutional culture and what 
role the arts can and should play in realising such a transformative institutional 
culture.  
 
 
3.4 POPULATION AND SAMPLE 
The population in this study were all key stakeholders at NMMU, in other words, 
those individuals who have the ability, capacity and resources to influence decisions 
at NMMU. A population is defined as the “totality of persons or objects with which a 
study is concerned” (Grinnell and Williams, 1990:118). Salkind (1997: 96) sees a 
population as the group to whom one would want to generalise the results of one‟s 
study. 
 
In order to identify these stakeholders, purposive sampling was utilised. Purposive 
sampling involves the conscious selection of respondents to include in the study. 
Creswell (1998:148-149) holds that in qualitative research “the idea is to purposefully 
select informants that will best answer the research questions”. With purposive 
sampling, the researcher has to think clearly about the criteria for the selection of 
participants in the study (Strydom and Delport, 2002:334). Nachmias and Nachmias 
(1996:184) also refer to purposive samples as “judgemental samples”, as 
researchers select sampling units subjectively in an attempt to obtain a sample that 
appears to be representative of the population. In other words, the selection of the 
particular sampling unit is based on the subjective judgement of the researcher. This 
subjective judgement will, however, be tempered by certain criteria, for example, that 
of a „key stakeholder‟, as was the case in this study.  
  
Purposive sampling is one of the most common sampling strategies to preselected 
criteria relevant to a particular research question. Purposive sampling is virtually 
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synonymous with qualitative research. Sample sizes, which may or may not be fixed 
prior to data collection, depend on the resources and time available, as well as the 
study‟s objectives. Purposive sample sizes are often determined on the basis of 
theoretical saturation, in other words, the point in data collection when new data no 
longer bring additional insights to the research questions. Purposive sampling is, 
therefore, most successful when data review and analysis are done in conjunction 
with data collection (Denzin and Lincoln, 2000). 
 
In this study, key internal stakeholders who occupy leadership positions in NMMU‟s 
organizational structure were purposively selected due to the active role they are 
expected to play in terms of implementing V2020. The sample thus included: 
 The Vice-Chancellor  
 The Deputy Vice-Chancellor: Academic 
 The Deputy Vice-Chancellor: Institutional Support  
 The Executive Director: Human Resources  
 The Deans of Faculties of  
 Arts  
 Education   
 Students   
 Teaching and Learning  
 NMMU‟s Missionvale Campus Principal  
 The Senior Director: Audit and Risk Management  
 The Senior Director: Strategic Planning and Institutional Analysis  
 The Director: Transformation Monitoring and Evaluation 
 The Director: Centre for the Advancement of Non-Racialism and Democracy 
 The Director: Library and Information Services  
 The Director: School of Music, Art and Design 
 The Director: Alumni Relations 
 The Special Assistant to the Vice-Chancellor‟s Office.  
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3.5 DATA COLLECTION 
Data collection is an essential component of the research process. Data can be 
derived from a number of data collection methods. These include, for example, 
individual interviews, focus group interviews, surveys, telephone interviews, field 
notes, observations, questionnaires, and so forth (Heaton, 2004:37). O‟Leary 
(2004:150) regards the collection of sound data as “a tough task” and believes that 
“one method of data collection is not inherently better than another”. The choice of 
data collection method would thus be determined by the research goals. In this 
study, individual face-to-face semi-structured interviews were used to gather the 
necessary data.  
 
 Interviews  
Mouton and Babbie (2001:289) see a qualitative interview is an interaction 
between the interviewer and the participants. A qualitative interview is essentially 
a conversation in which the interviewer establishes a particular direction for the 
conversation and pursues specific topics raised by the participants. There are 
three main types of interviews namely, structured interviews, unstructured 
interviews and semi-structured interviews.  
 
In this study, semi-structured interviews were used as the main method for data 
collection. Semi-structured interviews are non-standardised and are frequently 
used in qualitative analysis. The interviewer does not do the research to test a 
specific hypothesis (David and Sutton, 2004: 87). Semi-structured interviews 
enable the researcher to gather in-depth, detailed information from the 
participants. An interview guide is also used, but additional questions can be 
asked (Corbetta, 2003:270). The order of the questions can be changed 
depending on the direction of the interview. Greeff (2002:302) as well Kajornboon 
(2004:75) thus hold that this type of data gathering tool gives the researcher and 
the participants more flexibility. The researcher can prompt and delve deeper into 
the given situation. Unlike structured interviews, semi-structured interviews allow 
the interviewer to use probes with a view to clearing up vague responses or to 
ask for the elaboration of incomplete answers or to seek further clarification. 
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Through probing, the researcher can explore new paths which were not initially 
considered (Gray, 2004:217). Patton (2002:343) thus advises researchers,   
 
…to explore, probe, and ask questions that will elucidate and 
illuminate that particular subject … to build a conversation within 
a particular subject area, to word questions spontaneously, and 
to establish a conversational style but with the focus on a 
particular subject that has been predetermined.  
 
Marshall and Rossman (1995:80-81) support this view by stating that semi-
structured interviews have particular strengths. A semi-structured interview is 
a useful way of obtaining a large amount of data quickly. These interview 
types gather a wide variety of information across a wide range of subjects. 
Combined with observation, semi-structured interviews allow the researcher 
to understand meanings people hold about their everyday activities. Gillham 
(2000) and Flick (2006) share the view that semi-structured interviews are 
utilised because of the freedom it allows both the interviewee and the 
interviewer. This means that the interview is flexible, which is in line with the 
interpretative paradigm used in this study.  
 
The semi-structured interviews conducted in this study focused on the role the 
arts could play in establishing a transformative institutional culture at NMMU. 
Related questions centred on the nature of the institutional culture at NMMU 
as well as concepts of multi-culturalism and diversity. Sixteen interviews were 
conducted and recorded. The recordings were transcribed.  The transcriptions 
were analysed and coded and four themes with sub-themes emerged from the 
data.  
 
 
3.6 TRUSTWORTHINESS OF THE STUDY  
Holloway and Wheeler (1996) argue that qualitative research should be evaluated by 
the researcher demonstrating the trustworthiness of the study. Trustworthiness is 
seen to exist when “the findings of a qualitative study represent reality” (Holloway 
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and Wheeler, 1996:162). The foundations of establishing trustworthiness are as 
follows: 
 
 Credibility 
„Credible‟ research is seen to produce findings that are convincing and believable 
(Terre Blanche and Durrheim, 1999). It is established through prolonged 
engagement by the researcher in the field, allowing enough time to learn about 
the culture and build trust with participants (Babbie and Mouton, 2001). The 
credibility of a study is also enhanced through peer debriefing. This is done when 
the researcher presents data analysis and conclusions to an outsider with an 
understanding of the nature of the field of study (Babbie and Mouton, 2001). 
  
Within this study, a supervisor evaluated the credibility of the study. The 
researcher made use of member checks since, at the conclusion of the study, 
results were discussed with some members of the key stakeholder group. This 
ensured the genuineness of the data analysis and interpretation.  
 
 Transferability 
This term refers to the extent to which “findings can be applied in other contexts 
or with other respondents” (Babbie and Mouton, 2001:277). Thick descriptions 
about the data in the context, and recommendations and findings made, allow 
other readers to make their own judgements as to the transferability of findings to 
other contexts. It is this author‟s contention that the findings of this study are 
indeed transferable to other similar contexts, because of the similarity of other 
newly merged transforming South African HEIs.  
 
 Dependability 
Dependability refers to whether the study will yield the same results if the same 
or similar respondents are studied within the same context. The dependability of 
the study is established by the researcher providing detailed information 
regarding the research process, awarding readers an opportunity to form their 
own judgement regarding the validity of the study and draw conclusions 
accordingly (Kelly, 1999). This is referred to as an audit trail, which entails 
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decisions made about theoretical, methodological and analytical choices 
(Holloway and Wheeler, 1996). In this study an extensive literature review was 
conducted and documented, an academically recognised qualitative research 
methodology design was utilised and a thematic analysis of the data was 
conducted. It is thus the author‟s contention that similar research studies should 
be able to utilise these methodologies to produce credible results.   
 
 Confirmability 
Confirmability refers to the extent to which the findings are the product of the 
focus of the inquiry and not merely the biases of the researcher (Terre Blanche 
and Durrheim, 1999). In Chapter Four of this study, the author will provide direct 
quotes in the analysis phase allowing the reader to judge how the results were 
derived from the data and establish the credibility of the emerging themes 
(Holloway and Wheeler, 1996). 
 
Given the above, it is thus the author‟s contention that the findings of this study 
can be regarded as trustworthy in that they meet the criteria of credibility, 
dependability, transferability and confirmability.  
 
 
3.7 ETHICAL CONCERNS  
Ethical research requires protecting the welfare and rights of research participants. 
Within this study, permission was obtained from NMMU‟s Research Ethics 
Committee: Humans (REC-H)9. The author provided the participants with accurate 
information regarding the research project and the expectations that would be placed 
on them should they participate. They were also assured that confidentiality would 
be maintained by disallowing any revealing or personal information in the feedback 
report provided at the conclusion of the study. Participants were also awarded the 
option to withdraw from the study at any point. All the participants gave written 
consent.  
 
 
                                                             
9
 The ethics approval number is H12-EDU-CPD-009. 
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3.8 CONCLUSION 
This chapter commenced with a description of the research paradigm within which 
this study was conducted. Following the discussion about the research paradigms, a 
detailed description of the research design and methodology was given to support 
the author‟s choice of sampling and data collection. Lastly, ethical issues such as 
voluntary participation, consent, risk, privacy and confidentiality, and security of data 
were addressed in detail. 
 
It is the author‟s contention that the chosen paradigm, design and method were 
appropriate in that it enabled the generation of rich data in order to answer the main 
research question, namely What are the perceptions, expectations, insights and 
opinions of key internal stakeholders in leadership positions in terms of the role the 
arts can play in establishing a transformative institutional culture at NMMU? 
 
The findings emanating from the research process will be presented and discussed 
in the next chapter.  
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CHAPTER 4 
 
DATA PRESENTATION, ANALYSIS AND DISCUSSION 
 
 
4.1 INTRODUCTION  
Chapter Three of this research study provided the details of the research design and 
the methods that were to be utilised in the study. The purpose of this chapter is to 
present the research findings that resulted from semi-structured individual interviews 
conducted with 16 key internal stakeholders at NMMU. These interviews were 
conducted in order to enable the author to answer the primary research question that 
guided this study, namely: 
 
What are the perceptions, expectations, insights and opinions of key internal 
stakeholders in leadership positions in terms of the role the arts can play in 
establishing a transformative institutional culture at NMMU? 
 
This question gave rise to the following sub-questions and the interviewees were 
requested to respond to four core questions, namely: 
 What is meant by the term „institutional culture‟? 
 What is meant by „institutional transformation‟? 
 What is meant by „arts and culture‟? 
 How can the arts contribute to institutional transformation? 
 
Scheduled face-to-face, semi-structured interviews were conducted in the relatively 
disturbance-free offices of each of the stakeholders. 
 
A digital tape recorder was used to record the interviews. The author took notes and 
observed the non-verbal gestures of the participants as they expressed themselves. 
Each interview lasted for approximately 30 to 35 minutes. The interviews were then 
transcribed verbatim.  
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4.2 DATA ANALYSIS AND INTERPRETATION PROCESSES ADOPTED IN 
THIS STUDY 
A thematic analysis approach was chosen to analyse the data collected from the 
interviews as this technique “focuses on identifiable themes and patterns of living 
and/or behaviour” (Aronson, 1994:1). Thematic analysis, in its simplest form, is a 
categorising strategy for qualitative data. Researchers review their data, make notes 
and begin to sort it into categories. Styled as a data analytic strategy, it helps 
researchers move their analysis from a broad reading of the data towards 
discovering patterns and developing themes (Boyatzis, 1998).  
 
A practical approach to thematic analysis as described by Aronson (1994) was 
followed in this research study. An important first step in this approach is to immerse 
oneself in the data, then to identify emergent recurring patterns and label these as 
themes. As with all qualitative analysis, it is vitally important that researchers be 
extremely familiar with their data if the analysis is to be expedient and insightful. 
Thus data familiarisation is a key to thematic analysis as it is for other qualitative 
methods of analysis.  
 
The next step in a thematic analysis is to combine and catalogue related patterns 
into sub-themes. Themes are defined as units derived from patterns such as 
"conversation topics, vocabulary, recurring activities, meanings, feelings, or folk 
sayings and proverbs" (Taylor & Bogdan, 1989:131). According to Attride-Stirling 
(2001:387), thematic analyses,   
 
…seek to unearth the themes salient in a text at different levels, and 
thematic networks aim to facilitate the structuring and depiction of 
these themes. Clearly, the process of deriving themes from textual 
data and illustrating these with some representational tool is well 
established in qualitative research.  
 
Thematic analysis is inductive by nature as themes are seen to emerge from the 
data, instead of pre-defined categories being imposed onto the data during analysis. 
This allows for a greater understanding of a phenomenon within its context (Ezzy, 
2002). Donovan-Hall (2004) contends that unlike content analysis, thematic analysis 
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is not interested in the frequency of occurrences as it aims to understand rather than 
know the data.  
 
This analysis technique was considered to be the most appropriate, due to the 
desired initial emic approach that the author wished to adopt. Other advantages to 
this analysis technique are that it produces rich, insightful and complex results that 
cannot only be interpreted in light of existing theory but can also be used to generate 
theory (Donovan-Hall, 2004). For this reason, it was also seen to be appropriate due 
to the eventual etic approach adopted during the interpretation phase.  
 
Terre Blanche and Durrheim (1999) argue that interpretive researchers are not 
always solely interested in understanding subjective perceptions and feelings about 
phenomena, but also desire to make inferences that could make a difference within a 
given context. The emic approach helps the researcher to obtain an in-depth 
understanding of the phenomenon under study within its particular context, without 
imposing a framework on the perceptions of subjects. However, the researcher now 
has to adopt an etic approach in order to interpret this gained understanding. Terre 
Blanche and Durrheim (1999) describe this process as the researcher moving from 
description towards interpretation, from local knowledge to expert knowledge, and 
from understanding to explanation. Aronson (1994) argues that this is achieved by 
referring back to literature. Once the themes emerging from the data have been 
identified, they are interpreted within an appropriate theoretical framework. Aronson 
(1994:2) argues that: “When literature is interwoven with the findings, the story that 
the interviewer constructs is one that stands with merit”. Terre Blanche and Durrheim 
(1999) are in agreement with this when they argue that good research projects 
encompass both an emic and an etic orientation.  
 
 
4.3 PRESENTATION AND ANALYSIS OF DATA GENERATED IN THIS STUDY 
By applying thematic analysis to the data gathered, four main themes emerged with 
sub-themes linking all related patterns in the data to the main themes. Quotations 
and information regarding the research thought processes are provided so as to 
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allow the reader the opportunity to observe how the themes were identified and then 
to decide on their trustworthiness. 
 
The four main themes, each followed by sub-themes that were identified, will now be 
presented, supported by verbatim quotes from some interviews. In subsequent 
discussion sections, the author drew on theories (Aronson, 1994) to interpret and 
discuss each theme and sub-themes, as these linked to the main aim of this study, 
namely to explore how the arts, in particular, can contribute to the establishment of a 
transformative institutional culture at NMMU.  
The following four themes and subsequent sub-themes emerged. These will now be 
discussed:   
Theme 1: The need to transform  
Within this broad theme, three sub-themes could be identified, namely,  
 Sub-theme 1.1: NMMU in the transforming global context 
 Sub-theme 1.2: NMMU in the transforming South African context 
 Sub-theme 1.3: NMMU in its transforming local context.  
Theme 2: Institutional culture  
Within the broad theme of institutional culture, three sub-themes emerged. These 
related to:  
 Sub-theme 2.1: Conceptualisations of „institutional culture‟ 
 Sub-theme 2.2: Sub-cultures viz-a-viz a single, distinctive institutional culture 
 Sub-theme 2.3: Multi-culturalism, diversity and institutional culture 
Theme 3: A transformative institutional culture 
The third theme that emerged related to engagement with the process of 
organizational transformation, and, in particular, as it related to NMMU. Within this 
broad theme, two sub-themes emerged:   
 Sub-theme 3.1: The concept of transformation 
 Sub-theme 3.2: Transformation at NMMU    
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Theme 4: The transformative potential of arts and culture 
The fourth theme that emerged referred more specifically to the potential 
transformative role of arts and culture. When analysing the data, the following three 
sub-themes could be depicted:  
 Sub-theme 4.1: Conceptualising arts and culture  
 Sub-theme 4.2: The value of the arts (and culture) for NMMU 
 Sub-theme 4.3: Activities and strategies for the arts at NMMU 
 
 
Theme 1:  NMMU IN CONTEXT 
 
 
The illustration above offers a visual representation of how NMMU has been affected 
by global and national transformative influences. In South Africa, universities 
experienced the parallel forces of globalisation and national transformation 
simultaneously as these two coincided historically with each other. Cloete, Maassen, 
Fehnel, Moja, Perold and Gibbon (2004:16) suggest that most of the influences that 
brought about change to South Africa‟s HEIs did not occur as a result of centrally-
driven government policies,  
 
…but through complex interactions among policy, societal and market 
forces and, above all, through a wide range of unexpected institutional 
responses. It also demonstrates that global reform trends played a 
much more important role in driving institutional transformation than 
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was anticipated in the initial policy emphasis on equity and 
democracy. 
 
The responses from the participants reflected a similar understanding, as will be 
demonstrated below.  
 
 Sub-theme 1.1: NMMU in the transforming global context  
During the interviews, many respondents positioned NMMU in a global context 
that is constantly transforming. They stressed the inter-connectivity that comes 
with globalisation and the implications these have for universities in general. It 
was suggested that universities are no longer isolated institutions operating in 
particular towns or cities, but should rather be seen as global HEIs that are 
connected to the global world, irrespective of country of origin.  
 
The unprecedented growth, complexity and competitiveness of the global 
economy with its associated socio-political and technological forces have been 
creating relentless and cumulative pressures on HEIs to respond to the changing 
environment. This requires far-reaching institutional adaptations involving 
significant transformation within them in terms of research, teaching and learning, 
and administration (Bartell, 2003; Cohen, 1997).  
 
Some key internal stakeholders saw the influences of globalisation on higher 
education, and thus on NMMU, as a positive force since it allows interaction 
between national institutions. Globalisation also promotes social, technological 
and economic integration by removing some of the superficial cultural barriers 
hampering integration. The „lost in translation‟10 scenario, common to the pre-
globalisation of the world, is becoming something of the past as the world 
becomes what Marshall Mcluhan refers to as the „global village11‟. The publication 
                                                             
10
 Lost in Translation is a well-known film set in Japan. In addition to the meaning and detail lost in the translation of the 
director's words, the two central characters in the film—Bob and Charlotte—are also lost in other ways. On a basic level, 
they are lost in the alien Japanese culture. But in addition, they are lost in their own lives and relationships, a feeling 
amplified by their displaced location that leads to their blossoming friendship and growing connection with one another.  
11 ‘Global village’ is a term closely associated with Marshall McLuhan and popularised in his books, The Making of 
Typographic Man (1962) and Understanding Media (1964). McLuhan described how the globe has been contracted into a 
village by electric technology and the instantaneous movement of information from every quarter to every point at the 
same time. In bringing all social and political functions together in a sudden implosion, electric speed heightened human 
awareness of responsibility to an intense degree.  
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of McLuhan‟s The Medium is the Massage in 1967, in which the world is 
described as becoming a „global village‟, is one of the first socio-cultural 
landmarks that points at the existence of globalisation. In this vein, one member 
of the management team saw globalisation as a force that removes boundaries 
and allows nations to interact with each other on an equal footing: “Slowly but 
surely there‟s going to be no boundaries. We are all going to become citizens of 
the earth or the world. You know, these man-made boundaries no longer exist. 
You can see them open-up into the global sphere”.  
 
However, some key internal stakeholders had reservations in this regard. They 
were concerned about the „dangers‟ and negative influences of globalisation on 
higher education, and by implication, NMMU. They felt that it may reinforce 
inequality and the obliteration of local cultures, leading to a mono-cultural 
environment. One interviewee, for example, remarked, “We must just remember 
that globalisation is not only a positive force. In cultural terms, globalisation has a 
huge homogenising affect. It destroys localities and it makes everybody 
American, in their music and art forms”. NMMU was advised to counter the threat 
of globalisation by embracing diversity, and to be “a vanguard against the 
negative impact of globalisation”. In this regard, the university was also seen as 
the hand-maiden of a global, capital world economy that perpetuated class 
imbalances and produced individuals who were often detached from their 
working-class roots. Comments, such as, “as far as big industries are concerned 
here, we‟re churning out good cogs for their wheel, to make big profits” and “this 
university got to survive as an institution in the economy that we have, which is 
capitalistic economy, neo-liberal framework…” indicate that many public 
universities,   
 
…are succumbing to the allure and pressures of market forces, 
specifically, capitalist markets, and the ideology that underpins it; 
which seeks to shape the „public‟ purposes of the university in 
conformity with its narrow profit-driven, individualistic and greed-
centred values (Swartz, 2012:4).  
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He goes on to say that capitalism views the university,  
 
 …as another „business‟; scholarship as a „commodity‟, to be 
bought and sold on the market and for purposes of private 
accumulation of wealth, as opposed to public utility; of academics 
as „consultants‟ and students as „customers‟ or „clients‟; and 
generally pointing out to the constant and unproblematic invasion of 
„corporate‟ (usually private-corporate) values and practices into the 
domain of the public university” (Swartz, 2012:4). 
 
Other participant comments about globalisation included, “…the university has 
been located within a dominant minority Euro-centric outlook that pretended to 
represent universal values” and “...the culture that has dominated on the planet it 
has been very narrow.  It has been dominated by a minority. It is a western, 
northern minority that has informed our ideas of what is right and what‟s not right, 
what‟s ethical and what‟s not ethical”. One of the deans was of the opinion that, 
“without any doubt, I mean the Euro-centric views dominate in everything that we 
do in this institution and it disguises itself as universal perspectives and we know 
that it‟s not”. 
 
This Euro-centric hegemony poses a challenge for NMMU as the university sees 
itself located firmly within an African context. Its Mission Statement is “To be a 
dynamic African university, recognised for its leadership in generating cutting-
edge knowledge for a sustainable future” (V2020:1). There is, however, a 
commonly held argument that Africa would need to work within a Euro-centric 
western hegemony due to a fear among African nations that globalisation 
influences will bypass Africa and thus aggravate its marginalisation even more. 
  
Another sub-theme associated with the global context raised by the participants 
related to the impact of globalisation on environmental degradation and 
conservation.  One respondent felt that, “issues around global warming and 
conservation … those bigger issues are also part of the discussion that should be 
happening at the university and it shouldn‟t just be happening within disciplines. It 
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should be part of a bigger set of discussions”. This respondent‟s view should be 
seen within the value framework of NMMU, which includes care for the 
environment. The Vice-Chancellor of NMMU accordingly sees the institution as a 
„green university‟ and subsequently differentiated on the national HEI landscape. 
In a recent report to the NMMU Council, he introduced a proposed „Green Index‟ 
for NMMU that aims to implement „green interventions‟ at various fronts, for 
example, marketing, student and staff behavioural transformations and so forth 
(Swartz, 2012:2-3).  
 
During the last two decades, universities worldwide have come under increasing 
pressures to transform and adapt to rapidly changing environmental, social, 
technological, economic and political forces (Bartell, 2003). The changes brought 
about by globalisation have clearly forced HEIs, including NMMU, to recognise the 
impact and consequences for this sector.  
 
 Sub-theme 1.2: NMMU in the transforming South African context 
Apart from locating NMMU within the global landscape, the respondents also 
reflected on NMMU within the broader transforming South African landscape. 
National transformation-oriented initiatives also redefined the purposes and 
goals of higher education. One of the respondents, for example, alluded to the 
major national restructuring and reconfiguration of the HEI landscape after 1994, 
comparing it to a “non-violent revolution”. He explained that, “..like in South 
Africa, we never had a revolution. We had a negotiated settlement, supposedly 
working towards a situation where we started with a RDP12 … as opposed to a 
socialist … uhm… reorganization of the economy to influence and assist the 
poor and the working class”. 
 
National transformation initiatives clearly impacted on the transformation of HEIs 
such as NMMU. One of the key aspects of the above-mentioned reconstruction 
and reconfiguration of the education sector that affected NMMU was the merging 
of HEIs (Chetty, 2005:1). One respondent, for example, referred to this process 
as “a process that de-racialised universities and technikons in South Africa”. 
                                                             
12
 Reconstruction and Development Plan. 
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Another respondent mentioned that, “universities are called upon to play a 
strategic role in meeting national development goals”.   
 
 Subtheme 1.3: NMMU in its transforming local context 
In their responses, many interviewees referred to the recent merger process. 
This was seen as an opportunity for NMMU to create a new organizational 
identity, based on the democratic principles of the post-apartheid South African 
Constitution:  “In other words what is that … that can define a South African 
identity, what is that? In this university we are saying we want to define 
ourselves, we want to develop an identity as an African university [as stated in 
V2020]. We want to define ourselves as an organization that is based on the 
values of ubuntu”.  
 
It was, however, felt that, “the merger has resulted in putting us into boxes 
without a common framework, and we were waiting for a common framework”. 
Although the three institutions have merged, the disparate threads of the old 
institutional identities remain and consequently hamper the developmental 
efforts at NMMU. Many respondents thus felt that NMMU as a post-merger 
university required further transformation. One stakeholder, for example, 
observed that, “we basically inherited two predominantly white institutions13 with 
a staff component that reflected that”.   In this regard, another interviewee felt 
that the three institutions, “have been thrown together but they‟re not moving 
forward. They are just still clinging to the past”. One respondent referred to the 
structural aspects of the merger and the effect this had on specific departments 
that are “working forward, but there are unfortunately also departments that have 
not yet merged”. Many respondents referred to the „lingering identities‟ of the 
three pre-merger institutions. One respondent for example mentioned that,   “an 
old university tradition in the old UPE, combined with the old PE Technikon ... 
was a more technocratic rendition of the Afrikaner nationalist project  ... in the 
1980s”. The result of this observation is that, “it obviously for me embodies 
vestiges of the origins of this place which is as an Afrikaner university a decade 
or so ago… the culture of a technikon which was quite different to the culture of 
                                                             
13
 The respondent was referring to the former UPE and PE Technikon.  
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a university … and then the culture of a segregated historically outcast campus 
like Missionvale which was the Vista university … and I think all of those 
historical facts of this merged institution are all part of our current institutional 
culture”. This observation led the particular respondent to conclude that, “NMMU 
does not have an NMMU institutional culture that is definitive, that is identifiable”. 
One stakeholder in a prominent leadership position observed that, “I think, at 
NMMU, we still have a battle of an identity. It‟s still a contested and an 
incomplete historic project that the institution is still trying to establish a new 
identity. It has a formal stated description of what that identity is [in V2020] but 
that identity is not embedded in the sub-cultures in a sense that it supplants the 
dominant sub-cultures that pervade here”. Most of the internal stakeholders 
interviewed agreed that the merger had been structurally successful but 
struggled at a human level. Hence, many interviewees expressed the need for a 
deliberate „unifying‟ strategy to enable NMMU to develop its own distinctive 
institutional culture. 
 
Theme 1: Discussion 
Cloete et al. (2004:119) point out that “South Africa‟s internal transition (away from 
its apartheid past) corresponded with a moment in world history broadly captured in 
the term globalisation”. Badat (2010:5) concurs, arguing that,  
 
…post-1994 saw South African institutions undergoing a wide array of 
transformation-oriented initiatives that ranged from redefining the 
purposes and goals of higher education, to major restructuring and 
reconfiguration of the higher education institutional landscape and of 
institutions.  
 
This study revealed that key internal stakeholders at NMMU are of the view that 
South African higher education systems, policies and institutions were (and are still 
being) influenced by the forces of globalisation and the post-1994 national agenda of 
social and political transformation in South Africa.  It was accepted that globalisation 
had integrated international economic, social and cultural systems, creating what 
Morrison (2010:320) defines as “the seemingly relentless integration of economies, 
societies and cultures into a borderless worldwide communications and supply 
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network”. Globalisation, however, affords the university an opportunity to accelerate 
the interconnectedness in all aspects of contemporary life, from the cultural, to the 
economic and even the spiritual. This means that universities are no longer as 
isolated as before but are global higher education entities that are connected to the 
global world, irrespective of their country of origin (Evans, Pucik and Bjorkman, 
2011). Globalisation is thus seen as both positive and negative. It has become 
accepted that globalisation inevitably and simultaneously leads to both development 
and underdevelopment (Castells, 2000).  
 
The study revealed a shared view among respondents that HEIs in South Africa 
would inevitably be „caught up‟ in the globalisation process because of the “cultural, 
social, and economic roles” (Levin, 2001:9) universities play in society. It was 
accepted that modern technology has shrunk the world and very few places are able 
to escape the contemporary trends, innovations and practices of globalisation 
(Altbach, 2004). Institutions such as NMMU are compelled to recognise the direct 
impact globalisation has on local cultures and the indirect impact it has on NMMU‟s 
institutional culture. It should, however, be noted that some scholars such as Currie 
(1998) warn that globalisation cannot simply be reduced to “transnational 
homogenisation because nations‟ specific historical, political, cultural and economic 
characteristics do influence the ways in which globalisation has unfolded and 
continues to unfold in each country” (Currie, 1998:16). 
 
Another factor highlighted by the respondents, and one that impacts strongly on the 
development of the institutional culture, was the merger processes that had given 
birth to NMMU in 2005. According to Moeng (2009), the merger process subjected 
the internal structures of the NMMU, such as faculties, schools and departments, to 
a process of change that included relocation, new knowledge acquisition, identity 
change and meaning-making processes. There was concern among those 
interviewed that the emerging institutional culture and identity are still reflecting 
strong elements of the pre-merger past. The link between mergers and identity is 
stressed by Harman (2002:94), who asserts that merging institutions “legally and 
culturally give up their independent identities in favour of a new joint identity under 
the control of a single governing body” (cited in Moeng, 2009:33). Literature reveals 
that merger failures and problems over the past decades have been attributed to 
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cultural differences and the failure to manage practical challenges of cultural 
integration during and after change (Pepper and Larson, 2006:49; Vaara, 2000:82). 
A similar view is held by Harman (2002:92), which he expresses as culture being 
elusive. He maintains that this elusiveness “…complicates and lengthens the 
process of culture building and consolidation in a newly formed institution”. 
 
The responses further indicate that the „histories‟ of the pre-merged institutions 
remained in „the blood‟ of NMMU staff and created sub-culture pockets within 
NMMU‟s emerging institutional culture. One of these sub-cultures established itself 
as the dominant sub-culture at NMMU and is still representative of the ideology, 
norms and culture of the old UPE, combined with the old PE Technikon. This sub-
culture represents a more technocratic rendition of that “Afrikaner nationalist project 
of...in the 1980s”. Subsequently, the need for a transformative institutional culture is 
clear, as much work still needs to be done to establish an institutional culture that is 
„truly NMMU‟.  
 
Theme 2: Institutional culture  
The second prominent theme that emerged dealt with the concept of institutional 
culture and how it is understood by key internal stakeholders at NMMU. The theme 
also engaged with the tangible and intangible examples of institutional culture and 
how these were reflected at NMMU.  
 
 Sub-theme 2.1: Conceptualisations of ‘institutional culture’ 
When asked about their views of the concept of „institutional culture‟, it became 
evident that the key internal stakeholders shared a common understanding of 
institutional culture as there was a convergence of definitions. The responses 
included, for example, “the way in which a group of people do things”, “the softer 
side of the organization”, and “how people understand the role of the 
organization and its place in the wider society”. One respondent explained that, 
“for me, institutional culture is a kind of a default paradigm of accepted 
behaviour.  Sometimes it is explicitly written up but usually it is ingrained in a set 
of sub-conscious assumptions about what is the right thing to do”. 
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Many respondents regarded the establishment of institutional culture as an on-
going process, in other words, a „work in progress‟, as opposed to a fixed and 
static concept. They argued that the latter understanding tends to promote inter-
group competition for dominance and hegemonic control of a dynamic 
organization.  
 
 Sub-theme 2.2: Sub-cultures viz-a-viz a single, distinctive institutional 
culture 
When asked about NMMU‟s distinctive institutional culture, most respondents felt 
that NMMU did not have a single, definable institutional culture. One interviewee 
was of the opinion that, “I don‟t think our institution has one culture. I think we 
have a diversity of cultures and sub-cultures that are functioning in pockets 
within the organization and some partially overlap and link with each other and 
others are not touching in different parts of the organization that never actually 
have a direct link with one another, so it‟s very complex”.  
 
Another interviewee was, however, of the opinion that, “there is a dominant 
culture at NMMU but ...it‟s not the culture that is actually shared by the majority”. 
Most of the respondents seemed to agree that the current dominant sub-culture 
at NMMU was inherited from the university‟s pre-merger past. One respondent 
explained that, “the dominant sub-culture here is still one that is an inheritance of 
the past … of how this institution was conceived originally”. This implied that, 
“because being a historically Afrikaans University, there‟s an element of probably 
„white Afrikaans‟ stuff … Particularly, they feel the nostalgia to the way things 
were and possibly clinging to it and not wanting to relinquish it”.  
 
One female respondent went as far as saying, “I also experience NMMU as a 
very masculine environment, which is another form of dominance to me”. 
Another stakeholder described the dominant sub-culture as "managerialist and I 
think … in the absence of the other discussions, that is the hegemony”. These 
thus seemed to be agreement that a “white, male, managerialist sub-culture is 
the foremost sub-culture at NMMU”. 
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Some of the respondents referred to the contesting forces as “gatekeepers” with 
the intention to “include and exclude”. These inclusions and exclusions created 
tension within the organization in the contestation for organizational dominance 
and operating space. The interviewees, however, acknowledged that this kind of 
tension in an organization may have benefits as it often becomes a source of 
creativity and flexibility. One key internal stakeholder accordingly felt that NMMU 
needed to “create a more diversified institutional culture where different sub-
cultures are going to coexist in a relationship not dominated by one particular 
sub-culture but a paradigm that frames the relationship between the different 
institutional cultures”. There was, however, a common understanding that, “sub-
cultures must be sub-ordinate to the institutional culture over time”.  
 
Other forms of sub-cultures identified by the respondents included insurgent and 
disruptive sub-cultures, in other words, “new groups coming into the institution. 
They glue together for purposes of surviving against the dominant culture, 
because the dominant culture has a way of ignoring them, of excluding them, 
undermining them, breaking their confidence, not consciously but that‟s not the 
point”. For one key internal stakeholder, the emergence of these insurgent sub-
cultures was not necessarily negative, since it contested the existing hegemonic 
sub-culture: “I would see that culture as both a disruptor of that logic and it is 
also paradoxically a set of creative solutions for it.”    
 
Despite the apparent existence of these sub-cultures, the respondents 
expressed optimism about V2020‟s potential to establish a distinct institutional 
culture. One interviewee explained that, ”Vision 2020 in my view is not a 
representation of a [single] sub-culture. It‟s the framework within which some 
cultures would have to compete for hegemony and for recognition”. Sub-cultures 
that are “authoritarian or sexist and so on would be incompatible with the 
paradigm [of V2020]”.   It was thus clear that the respondents were of the opinion 
that the adoption of V2020 had begun the process of transformation towards the 
establishment of a transformative institutional culture. As one of the stakeholders 
remarked, “V2020 should be able to give us a framework in my view, from a 
political perspective, to disrupt the dominant culture and to provide something 
that is accepted to all the sub-cultural groups into the existing ones and those 
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that are still going to come into the organization”. Another interviewee believed 
that, “V2020 will be able to create a more diversified institutional culture where 
different sub-cultures are going to coexist in a relationship [and] not be 
dominated by one particular sub-culture but a paradigm that frames the 
relationship between the different institutional cultures”.  
 
As such, V2020 should be able to “disrupt and break open that hegemonic 
mono-cultural system”. NMMU‟s new transformative institutional culture, 
according to one respondent, should be a culture that, “enables us to 
successfully disrupt and open up the dominant institutional culture that pretends 
to represent everyone and to displace that with one that‟s based on those norms 
that [are] democratic, pluralistic, heterogeneous, and so on, and allow then for 
different voices to be heard within the institution”.  
 
 Sub-theme 2.3: Multi-culturalism, diversity and institutional culture 
When reflecting on NMMU‟s institutional culture, all interviewees referred to the 
multi-cultural and diverse nature of the NMMU community. One respondent was 
explicit in his response: “Diversity is a reality. We are diverse, whether in terms 
of culture, in terms of language, in terms of race, in terms of religion”.  The 
university comprised “people with different cultures, with different perspectives, 
with different cultural backgrounds, different languages”.  This diverse nature 
had the potential to divide people and hinder cohesion. One respondent 
remarked that, often, “we‟re so caught up into using our own culture and values 
and beliefs, world views as a barometer to judge other people”.  
 
Other diversity-related areas such as gender, sexual orientation and disability 
were also mentioned.  Reference was furthermore made to the diverse religious 
groupings represented at NMMU and the non-dominance of a particular religion. 
As mentioned earlier, some interviewees also referred to the notion of language 
when reflecting on NMMU‟s institutional culture. Language was regarded as “a 
cultural issue, so I‟m saying language is a very important component of culture”.  
 
Although there was common consensus amongst the key internal stakeholders 
interviewed that NMMU was presently marked by diversity and differences, it 
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was also seen as an opportunity rather than a threat. As one interviewee 
remarked, “I think that‟s a challenge for people working with each other. They‟re 
often irritated by difference. They don‟t see the potential in the difference”. 
Another respondent argued that, “rather than using that [diversity] as apartheid 
had, as a source of division, you use that as a source of unity. We must start by 
ensuring that you recognise all the various sub-cultures, because your 
institutional culture is composed of sub-cultures”. It was felt that NMMU created 
“open opportunities for all diverse groups of people to find their voices” and that 
at NMMU, “we would not tolerate someone that would be sexist or racist”. 
 
Theme 2: Discussion 
The respondents were mindful of both the nature of the university and the range of 
diverse identities that are found on all its campuses. Of interest to this study is the 
relationship these have to the development of a transformative institutional culture at 
NMMU. Multi-culturalism is commonly described as “a social mosaic of bounded and 
identifiable cultures co-habiting a common territory in the context of a single 
dominant culture” (Rodrigues, 2005:20). Research has shown that South African 
society has a rich multi-cultural composition which stretches across race, culture, 
religion and language and often these elements are what constitute aspects of 
people‟s identity. In South Africa these identities are often defined within racial and 
ethnic categories. These diverse identities are increasingly reflected in the university 
student and staff population at NMMU. The stakeholders identified the value of multi-
culturalism and diversity and understood these as being crucial to the processes of 
transformation. Literature indicates that when diversity is transformative it is first 
often disruptive. Diversity challenges, opens and reconstitutes the status quo. 
NMMU, according to the stakeholders, is controlled by a dominant sub-culture which 
is largely mono-cultural, conservative and masculine with the power to dictate the 
status quo. Nielsen and Huang (2009: 4) aptly argue that, “whoever gets to „name 
normal‟ controls the boundaries and disciplines of diversity and inclusion, the status 
quo of what is valued”. Subsequently, those “who find themselves outside this 
mainstream or are at odds with it, can find that the organizational culture can be 
exclusive, alienating and even punitive” (Nielsen and Huang, 2009:4). On the one 
hand this tension, created by the forces of inclusion and exclusion, threatens the 
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creation of a truly transformative institutional culture and, paradoxically, creates 
opportunities for the creation of an institutional culture.  
 
Theme 3: A transformative institutional culture 
Transformation is the key theme that underpins attempts to change institutions and 
their structures, systems and processes in post-apartheid South Africa. In practice, 
transformation of the education system translates into redressing the historical 
inequalities that were built into the educational dispensations under apartheid and 
promoting the commitment of institutions to a new social order which reflects the 
social structure more accurately. 
The struggles for the transformation of higher education governance centred on the 
demand for the democratisation of existing higher education institution governance 
structures, particularly the councils, and the establishment of alternative structures of 
institutional governance, namely the broad transformation forums. 
 
 Sub-theme 3.1: The concept of transformation  
When asked about their understandings of the concept of „transformative 
institutional culture‟, several viewpoints emerged. One respondent suggested 
that, “the word transformative can have, specifically in a South African context, 
a very political connotation to it” and cautioned that “we must be very careful”. 
Another respondent explained that, “transformative for me ... is fundamental. It„s 
supposed to replace, albeit systematically and progressively, one set of 
behaviour patterns with other sets of behaviour patterns. It is revolutionary ... re-
directional, radical”.  
 
It was also clear that the key internal stakeholders shared an acute awareness 
of the complexities involved in organizational transformation within the broader 
context of social and political transformation. One stakeholder explained: “The 
real transformation comes from social transformation which is about culture and 
about people‟s relationships with each other as well and that has a kind of a 
psychosocial dimension that would involve … that has to involve a process ...of 
difficult dialogues, awkward conversations and where there is literally clashes of 
cultures, but facilitated in a manner that allows both to … it must have a 
transcendent  quality to them, so that they can negotiate their way out of that 
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process of conflict as well and give and receive as well”. Institutional 
transformation should thus be seen, “not just in terms of the usual equity profile 
but transformation with the way people see things, the way they understand 
things, the way the curriculum is constructed and taught”. The concept of 
transformation was thus equated with paradigm shifts in the ways people think, 
also about themselves in relation to the institution:  “Transformation means I‟ve 
got to make a total paradigm shift in my own mind, to say that the institution is 
bigger than my ideals”. 
 
Many respondents referred to transformation as an on-going process. One 
respondent explained: “So I see „transformative‟ as being the verb ... that‟s why 
I‟m saying it‟s significant that it‟s not a „transformed‟ institutional culture, but 
transformative”. Another respondent concurred, explaining that, “transformative 
to me implies continuous renewal and learning and reflecting based on that 
learning and reflecting and changing. So it‟s almost ... that we have a desired 
future state but even that desired future state could be changing as we move 
forward”.  
The general understanding that resonated among participants was a concept of 
transformation that „moved towards‟ rather than „moved away from something‟. 
One interviewee explained: “I prefer to see transformation as being an effort to 
transform into something as opposed to transform from something”. This means 
that, “the whole notion of a transformative institutional culture means we move 
away from the deficit model analysis of people, including all students, whose 
cultures are different from the norms that are set, to a constructive, supportive, 
affirming modality”. 
 
 Sub-theme 3.2: Transformation at NMMU   
 It was clear that the respondents acknowledged that organizational 
transformation was an on-going process. One respondent explained: “We are a 
transforming organization.  I do not think we are a transformed organization”. By 
this, she suggested the need to pursue transformation more rigorously in order 
to bring about the desired (and required) changes. A phased approach rather 
than a “big-bang approach” was preferred, “where people don‟t even realise that 
they are doing it. That‟s more the sustainable approach”.  
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This view was supported by another stakeholder who believed that the diverse 
nature of the staff and student component reflected a process of transformation: 
“I think we are a transforming organization - the fact that we do have … people 
with different cultures, with different perspectives, with different cultural 
backgrounds, different languages and so diversity is already there”.  Another 
respondent referred to the way in which NMMU had implemented policies that 
would enhance transformation: “We have approached the transformation so far. 
I think we have tried to be legalistic”. 
 
In their responses, many interviewees mentioned the potential impact of V2020 
to enhance institutional transformation and contribute to the establishment of a 
transformative institutional culture. The respondents seemed to regard V2020 
as a defining feature of NMMU‟s institutional identity and a primary focus for 
articulating the organization‟s collective ethos and character. A key internal 
stakeholder shared his views as follows: “Vision 2020 in my view is not a 
representation of a sub-culture. It‟s the framework within which some cultures 
would have to compete for hegemony and for recognition. In other words, let‟s 
say a sub-group is authoritarian or sexist and so on… it would be incompatible 
with the paradigm”.  
When reflecting on transformation at NMMU, many stakeholders also alluded to 
NMMU‟s six core values14, implying that these values were considered to be 
ideal vehicles for bringing about transformation at NMMU. One respondent 
believed that, “our values are another way of bringing about that combined 
transformational aspiration which is business and social transformation because 
the one cannot happen without the other”. 
 
Theme 3: Discussion 
NMMU has introduced a transformative meta-framework in the form of V2020 that 
would enable the university to be democratic, pluralistic heterogeneous, self-critical, 
cosmopolitan and international.  This meta-framework creates a paradigm that 
                                                             
14 These values are Respect for diversity; Ubuntu; Excellence; Integrity; Taking responsibility; Respect for the natural 
environment. 
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should function as a normative framework and be a reference point for all sub-
cultures whether they are dominant or not.  During an interview, a prominent key 
internal stakeholder, stated: I think at NMMU we still have a battle of an identity. It‟s 
still a contested and an incomplete historic project that the institution is still trying to 
establish a new identity. It has a formal stated description of what that identity is but 
that identity is not embedded in the sub-cultures in a sense that it supplants the 
dominant sub-cultures that pervade here”. 
  
Although a structural merger of the three institutions has been achieved, the 
qualitative and strategic issues have not yet been completely resolved. NMMU‟s 
institutional transformation is a work in progress. Enhanced synergy is still required 
to entertain multiple and relevant missions at the university. Although NMMU has a 
strategic arena (V2020), where existing internal tensions, centred around its 
institutional profile, are being addressed, there is still a need for the establishment of 
internal structures, programmes and activities that would enable the institution to 
navigate the various transformation challenges in democratic and transparent ways.  
 
This research study subsequently asked the question: How can the arts contribute to 
establish a transformative institutional culture? The contention of this study is that 
the arts are, indeed, able to provide the spaces in which these internal institutional 
issues can be addressed in a secure and non-threatening environment. One of the 
respondents when asked about the role of the arts in transformation was clear that, 
‟the role of arts and culture in the creation of a transformative institutional culture is 
right at the heart of it. I can‟t see how you can possibly achieve this quest of 
disrupting and transforming the dominant institutional culture unless you put back on 
to the table the issues of culture‟. With regard to the link between the arts and 
transformation, the respondent explained that, “the real transformation comes from a 
social transformation which is about culture and about people‟s relationships with 
each other as well and that has a kind of a psychosocial dimension that would 
involve a process of what can be called difficult dialogues, awkward conversations 
and where there is literally clashes of cultures, but facilitated in a manner that allows 
both to, it must have a transcendent quality to them, so that they can negotiate their 
way out of that process of conflict as well and give and receive as well”.  
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Internationally recognised institutions such as UNESCO (2003) see development 
and culture in broad terms and advocate the integration of culture with various 
activities and policies at institutions in order to bring about change and 
transformation. One of the key challenges facing NMMU as a newly created 
comprehensive institution is to find ways to integrate its transformation agenda into 
the institutional culture without fanfare and overt „transformative‟ programmes, which 
often distract and offend with their graphic emphasis on „transformation and change‟. 
Based on the responses from the key stakeholders, it can be argued that the arts not 
only have an instrumental and intrinsic15 value that is able to promote social, 
academic and personal benefits, but that they are able to positively influence social 
relations, and enhance cognitive ability as well. Research has established that “the 
way in which the social relations of institutions are regulated has cognitive and 
affective consequences for those who live and work inside them” (Daniels, 2010:4). 
This leads us directly to the fourth theme that emerged from the interviews, which 
will now be discussed. 
 
Theme 4: The transformative potential of arts and culture 
Ultimately, this study focused on the role of the arts in promoting and developing 
institutional transformation. The respondents were thus asked to communicate their 
understanding of the value the arts could bring to the transformation agenda and to 
identify the roles and catalytic powers of the arts (if any) in this process.  
 
There was general agreement amongst the participants that the arts would be able 
to assist with institutional transformation at NMMU by creating an environment of 
social cooperation and interaction. This could happen through,transformational 
learning experiences that are able to address the language, social, cultural, political 
and philosophical needs of students and staff at NMMU.  Edman‟s (1967) description 
of art as it relates to experience is instructive here in describing the power of art to 
intensify, clarify, and give meaning to experience. This is because the arts are often 
seen as reflections of social and political conditions and are, as Edelman (1995:35) 
                                                             
15 Intrinsic means integral to, or an essential part of and is used to describe the way that art forms have individual, 
subjective effects on each of us. Instrumental value is used to describe instances where culture is used as a tool or 
instrument to accomplish some other aim - such as economic regeneration, or improved exam results. 
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points out, “the fountainhead from which political discourse, beliefs about politics, 
and consequent actions ultimately spring”. 
 Sub-theme 4.1: Conceptualising arts and culture 
When prompted on their understanding of arts and culture, the respondents 
offered a wide array of definitions. These definitions could roughly be divided into 
two categories. Some interviewees linked the two concepts of arts and of culture 
and offered a collective definition for „arts and culture‟, while others provided 
separate definitions for the arts and for culture respectively.  
 
One respondent best summarised the amalgamated definition („arts and culture‟) 
as follows: “Well, I suppose I would define arts and culture as basically the sum 
total of all written and unwritten representations of human creativity, reflecting 
our own histories, our memories, our own understanding [of] who we are, why 
we are on this planet, our purpose in life, our most sacred values that we hold 
dear to ourselves, that we find ourselves as communities or as individuals and 
so on and so I think it‟s the repository of the collective traditions and the 
memories of people. For me, that‟s art and cultures as a lived experience”. 
Another respondent, who also combined the two concepts into one collective 
concept, explained as follows: “I would say arts and culture is a sub-set of the 
humanities and the social sciences and it falls into a very broad category -  that 
is around the business of who you are and what you value and how the society 
is constructed. Arts and culture is a manifestation of that. It‟s a reaction to it. It‟s 
a voice, whether it‟s visual or theatrical or poetic and whether it‟s music, whether 
it‟s a performance - it‟s the voice of the people”. 
 
Some respondents distinguished between arts and culture when responding to 
the question and addressed the two concepts independently. For one 
respondent: “arts …  it‟s a form of expression, it‟s a form of concretising an idea, 
either through a poem, through a painting, through a song, through a sculpture”.  
When discussing the notion of „culture‟, the same respondent explained: “… 
coming to the cultural side … if I look at textbook definitions, we look at 
language, we look at religion, we look at beliefs, we look at ways of doing things. 
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In this organization, or in this house, or in this church, this is the way it‟s been 
done”. 
 
 Sub-theme 4.2: The value of arts (and culture) for NMMU 
It became clear that most respondents believed that the arts had intrinsic value 
and that this could be beneficial to the university. In this regard, many 
respondents referred to the „political‟ nature of the arts: “I think it plays a vital 
role... I say that art is political because it‟s about life”. The arts‟ value also lies in 
terms of reflecting that which was political in society: “In a way, this is what the 
new historicists did by demonstrating how artists embody and reflect the 
ideologies they inherit from their societies”. Another interviewee also referred to 
the arts‟ political connection, arguing that, “art imparts knowledge about political 
life at both the abstract level and at a deeper cultural level”. The arts were thus 
considered by many respondents as an unbiased and unprejudiced vehicle that 
could transmit various ideas through activities, whilst, at the same time, not be 
associated with a particular ideology. One internal stakeholder concluded: “The 
arts … it‟s a mighty non-cultural thing.  It‟s an equaliser”.  
 
The respondents thus felt that arts and culture activities and programmes could 
play a „disrupting‟ role in developing and challenging the dominant sub-culture at 
NMMU.  One respondent explained that it, “enables us to successfully disrupt 
and open up the dominant institutional culture that pretends to represent 
everyone … and to displace that with one that‟s based on those norms that [are] 
democratic, pluralistic, heterogeneous,  and so on, and allow then for different 
voices to be heard within the institution”. Other similar views included, for 
example, “… that arts and culture can be a deliberative action, catalytic action, 
on how do we get there … Are we just going to wait for things to happen, unfold? 
But if we are going to say, how do we do things in a way that catalyses us… 
getting, reaching those goals in a way that is enjoyable … that is fun”. One 
interview was convinced that, “arts and culture can form the glue that holds us all 
together,  and at this stage because of where we are in that maturity level from 
independence and moving from „apartheid,‟ we haven‟t really got that glue. 
Diversity is a big thing, the glue is not there. Once the glue is there, diversity will 
become less and less of an issue”.  
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It was also clear that the respondents felt that arts (and culture) could contribute 
significantly to transformation at NMMU by provoking deeper engagement with 
change issues, such as diversity. One internal key stakeholder believed that, 
“that‟s where arts and culture come in because you‟re coming at things … you‟re 
provoking … you‟re getting people to think about things, but not in a didactic 
way. You‟re able to get to the senses in a way that will move people, [because] if 
you stand and preach to people and say this is the gospel according to diversity, 
I mean, you‟re not going to get it”. 
 
Some of the interviewees, however, also emphasised the didactic nature of the 
arts and saw the arts playing a core role in the development of a transformative 
institutional culture: “I think art has a critical role to play in building the 
institutional culture because people are more willing to embrace something that 
[is] maybe one level removed from them. It‟s a gentler way of engaging and it‟s a 
much more humane and humanistic way of engaging with what are quite 
challenging and harsh realities”.  
 
The humanising quality of the arts was also mentioned. One respondent saw the 
“humanising basis of the arts [as] where the value lies for an institution”. For 
many respondents, the arts should thus become part of the university‟s 
academic programme mix. One interviewee argued that, “a university should 
never just focus on science and technology and maths, you know … the natural 
sciences and these hard things”.  
 
Some respondents were of the opinion that the arts could play a purely aesthetic 
role at NMMU: “It will help in the short term to camouflage the concrete jungle”. 
There was also an opinion that the arts „energise‟ architectural space. As a 
result, the arts can benefit the NMMU community by “providing a different energy 
within buildings and within people”. 
   
Most respondents thus expressed significant awareness of various values of the 
arts. As such, they considered the arts an important component of the 
transforming university landscape at both an academic and physical level. 
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 Sub-theme 4.2: Activities and strategies for the arts at NMMU 
Subsequent to the expressed awareness of the significant role that arts can play 
with regard to the establishment of a transformative institutional culture at 
NMMU, many respondents proposed possible arts activities and related 
strategies to enable such realisation.   
 
Some respondents suggested that the arts should be linked more directly to 
NMMU‟s academic project. Arts-based methodologies could strengthen 
teaching, learning, assessment and research processes across an array of 
subject disciplines. One respondent held that, “as a learning mechanism, arts 
can have a strong place. … We need to be talking more about that and get a 
discussion going with academics as to how that can happen”. One respondent 
thus expressed the need for the arts to be integrated into the core curricula: 
“What one does hope for is that there is an integrated approach with regards to 
arts and culture … that there‟s not this distinction between the „academic arts 
and culture‟ and the „non-academic arts and culture‟ or what the students do”.  
Another interviewee also proposed an integration of arts “into the curricula or into 
the activities … not just as an „add-on‟ part of the cake, not the icing”. This 
stakeholder was, however, aware that, “there has to be a buy-in and then there 
has to be strategising as to how”.  
 
In order to increase awareness of the important value of the arts in terms of the 
establishment of a transformative institutional culture, many respondents 
expressed the need to expose and infuse the arts to decision-making structures 
in the institution more explicitly. One respondent felt that, “it‟s not prominent 
enough … it‟s not made explicit what its role could be”.  One proposed strategy 
was to convince the leadership at the institution of the transformative potential of 
the arts. A respondent suggested: “So, I think the first challenge is again with 
your leadership at different levels … for them to be convinced of the role that arts 
and culture can play … and I think it‟s not only in terms of transforming the 
culture of the organization but also transforming the people, including our 
students”.  
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Some respondents also suggested that the current Arts and Culture Department 
at NMMU should adopt more aggressive advocacy programmes in order to widen 
its stakeholder base.  In this regard, the current location of the Arts and Culture 
Department within the Student Affairs division was seen as confining the arts to a 
narrow student base. One respondent stated that, “if it is considered to be a 
student affair-only department, then I think we are making a mistake because 
we‟re isolating it. It is more than that.  [The] Arts and Culture [Department] should 
make provision for the external stakeholder and not the odd event where you just 
invite an outside person to a concert”. 
 
Subsequently, some interviewees referred to the need for sufficient resources, 
arguing that, “our capital acquisition budget should include buying top art and a 
university being a place where there is at least one gallery of properly constituted 
art and then a lot of open spaces with changing art where students and staff and 
even the workers might participate in ways that will be surprising”.  
 
Theme 4: Discussion 
Transformation at NMMU was identified by the respondents as the singular, most 
important facet of the V2020 transformative agenda and arts and culture was 
strongly linked to the processes of the development of the transformative institutional 
culture. Arts and culture was seen as a welcome insurgent sub-culture that should 
be placed at the heart of a transformative institutional culture.  A respondent 
remarked: “I can‟t see how you can possibly achieve this quest of disrupting and 
transforming the dominant institutional culture unless you put back on to the table the 
issues of culture”. Arts and culture was thus seen as a positive disruptor within the 
institutional culture arena and of the dominant sub-culture. It was crucial for 
transformation at NMMU to have, in the words of one respondent, “disruptive, 
elements, that has to put onto the table because it provides the university with the 
conversation about who are we in this space and whose values and whose ways of 
life are being recognised as acceptable norms in the institution”. As such, “I can‟t see 
us [NMMU] proceeding with this project unless we foreground and we mainstream 
the role of arts and culture”.  Art was thus seen as playing the “role of an insurgent 
force ... because it arouses the suppressed and excluded ... and demands 
recognition in the system”. Through its interaction with the dominant sub-culture, it is 
88 
 
hoped that, “both would become transformed and redefined in different ways”. This, 
however, depends on how that is mediated. The role of arts and culture was seen as 
being “right at the heart of the transformation agenda and that change will not be 
achieved through policies and political statements but through the processes of arts 
and culture”.  
 
Allen (1995) claims that through involvement in the arts we lose the tendency to 
frame the world in familiar ways. He contends that when we are freed from the 
categories and lenses through which we traditionally see the world, we can shake off 
outworn ideas and make way for the new ideas. Many other authors, including Buck 
and Sobiechowska (1999), Whyte (1997) and Moore (1992) generally agree that 
participation in creative processes enables individuals to make sense of their 
everyday experiences. Jennings and Minde (1993:54) accordingly explain, that “the 
art-work becomes a symbolic language for . . . inner feelings and helps . . . to make 
a bridge between the inner and outer reality”.  
 
 
4.4 CONCLUSION 
This study conducted in-depth interviews with 16 key internal stakeholders at 
NMMU, who can be regarded as the institution‟s „critical community‟ (Torbert, 
1991:232). In this chapter, the themes and subsequent sub-themes that emerged 
were presented and discussed in relation to the central research aim that guided this 
study, namely to explore the perceptions, expectations, insights and opinions of the 
key stakeholders of the role the arts play in contributing to the establishment of a 
sustainable, transformative institutional culture at NMMU. 
The four themes that emerged related to the contextualisation of NMMU within 
broader global and societal transformation, notions of institutional culture and its 
implications for NMMU and conceptualisations of arts and culture and its 
transformative potential. These four themes created the framework for deriving the 
conclusions of this project, which will be presented in the next chapter.  
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CHAPTER 5 
 
CONCLUSIONS AND RECOMMENDATIONS 
 
 
5.1 INTRODUCTION  
This study explored the perceptions, expectations, insights and opinions of key 
internal stakeholders with regard to the role the arts can play in the establishment of 
a transformative institutional culture. Data analysis uncovered four emergent themes 
which then created a conceptual framework in which to evaluate the key internal 
stakeholders‟ responses to the main research question. What these  stakeholder 
voices reveal is a call for NMMU to develop programmes, projects, policies, core and 
co-curricular and non-threatening opportunities that would encourage the 
development of a „transformative institutional culture‟ at NMMU.  
 
 
5.2 RECOMMENDATIONS 
organizationThe research findings suggest that there is a need for redemptive 
„cultural‟ interventions that could create an affirming, progressive, multi-cultural 
environment which respects all forms of diversity, counters the homogenising effects 
of globalisation, „softens‟ the destabilising effects of the merger, meets the strategic 
objectives of V2020 and assists NMMU to become, as its mission states, an African 
university with values that nurture respect for diversity and  the environment, 
develops responsibility, integrity and excellence in personal and  institutional 
processes and recognises mutual interdependence. 
 
NMMU‟s „critical community‟, in this case its key internal stakeholders, all held 
comparable views with regard to the role the arts could play in contributing to the 
establishment of a transformative institutional culture at NMMU. These were 
contextualised within the processes of globalisation, the post-1994 transformation in 
South Africa, the pre-2005 merger of UPE, PE Technikon and PE Vista campus, and 
the present NMMU transformation strategy of Vision 2020. The conclusion that can 
be drawn is that the „critical community‟ of NMMU is of the opinion that the arts are, 
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indeed, able to assist in tangible and intangible ways to promote a transformative 
institutional culture at a comprehensive South African HEI such as NMMU. Based on 
this conclusion, the research study makes the following recommendations.   
The core strategy in the development of a transformative institutional culture is to 
focus on the process of institutional culture change, rather than on an end product. 
This study proposes several arts processes capable of supporting and cultivating a 
transformative institutional culture at NMMU. Driscoll and Sandmann (2004), 
however, warn that institutional culture change is a slow process and must involve a 
broad cross-section of the university to be successful. It is very much an evolutionary 
(rather than a revolutionary) act and, because institutions are not readily changed or 
adapted, clear definitions of new terms, a range of engagement models and 
engagement champions are critical elements needed for institutional cultural change.  
 
The study clearly revealed that institutional culture at NMMU was initially influenced 
by the pre-merger institutional cultures. These had evolved over time and became 
deeply embedded and layered in the institution‟s psyche. This impacts on how 
issues are perceived, interpreted and responded to at present (Martin, 2002; Schein, 
1992). As seen, this particular „institutional history‟, represented by a dominant sub-
culture at NMMU, exerts its influence in covert and subtle ways. Therefore, the 
challenge for NMMU and an arts-led change to transformation is to find ways to 
move towards (not away from) a transformed institutional culture that represents a 
„new way of doing things‟ at NMMU. In this regard, it is important to note that, whilst 
some people consider culture as „the glue that holds agencies together‟, others 
compare it to a compass providing direction (Christensen, 2006). Overall, 
organizational culture is an essential agency ingredient for initiating and sustaining a 
„new way of doing things‟. 
 
While a top-down, cascading type strategy is important, given the significant role 
leaders need to play in culture realignment efforts (such as V2020), parallel „grass 
roots‟ efforts also need to be mobilised. Organization cultures are not singular and 
rarely tightly integrated, but rather are more realistically differentiated and comprised 
of sub-cultures (Martin, 2002; Schein, 1992). 
Important transformative culture strategies (see Bate, 1994) suggest that certain 
criteria should be utilised to assess the effectiveness of culture change and assist 
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with guiding the development of strategies, polices and programmes which promote 
institutional transformation. Bate (1994) suggests five criteria to guide these culture 
change programmes. These include: 
 Expressiveness, in other words, the extent to which the programme has a 
compelling vision.  
 Commonality, meaning, the extent to which the programme generates a 
communion of purpose.  
 Penetration, referring to the extent to which the programme permeates through 
different levels of the organization.  
 Adaptability, in other words, the capability of the programme to adjust to changing 
circumstances.  
 Durability, referring to capability of the programme to create a lasting change in 
the culture.  
 
Based on these criteria and mapped against the findings of this study, the following 
recommendations are made. It is the author‟s contention that implementation of 
these will contribute to the establishment of a transformative institutional culture at 
NMMU.  
 
Recommendation 1: The establishment of a Cultural Unit (CU) 
It is recommend that a dedicated NMMU Cultural Unit (CU) be established. This unit 
should have the capacity and institutional support to develop strategic priorities and 
objectives that will contribute to the enhancement, enrichment, transformation and 
promotion of NMMU specifically through arts activities.  For the proposed Cultural 
Unit to be effective, it would need clearly articulated institutional values, principles 
and strategies which are able to significantly influence the development, 
understanding and benefits of cultural programmes for all NMMU communities. The 
purpose of a CU would be to address the need for the creation of cultural spaces 
where interactions between the various stakeholders are able to play themselves out 
in an environment that is relatively safe, yet challenging enough, to contribute to the 
transformative changes required at NMMU. The CU should assist with the 
development of a unified institutional approach to internal and external cultural 
engagement with all NMMU stakeholders. Central to the development of a CU is that 
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it should operate within the university milieu and be involved with the core business 
of the university, namely, teaching, research and engagement.  
 
Recommendation 2: Development of strategies for arts engagement and 
integration into the transformation processes at NMMU 
The development of broad strategic guidelines is essential for the sustainability of a 
redemptive arts-related interventionist programme. In this regard, the following 
specific strategies are suggested:  
 Research and understand the required scope of change  
Before initiating any institutional culture realignment effort, it is imperative to 
understand the magnitude and nature of change required. Very few, if any, 
realignment efforts attempt to change all aspects of a current institutional culture. 
As such, it is imperative that the issue be investigated and researched 
beforehand.  
 Develop a vision for the arts 
A clear strategic vision for an arts intervention programme needs to be 
formulated. This needs to articulate the university‟s shared values and 
behaviours and provide the intention and direction for institutional transformation 
and change utilising the arts. 
 Align CU’s vision with V2020  
It goes without saying the CU‟s vision should be aligned with NMMU‟s 
transformation agenda, encapsulated in V2020. All organizations normally have 
portfolios of strategic initiatives either planned or underway. It is critical that the 
CU conducts its programmes and initiatives in ways consistent with the goals and 
visions of those of the university.  
 Redistribute and relocate resources  
The resources currently assigned to the existing Arts and Culture department 
need to be redirected to the CU, which will focus solely on developing a 
transformative institutional culture utilising the arts. The CU should, furthermore, 
be located in an entity that is non-academic and central to institutional 
development. As such, the CU will have access to areas of executive influence. 
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Argyris, (2004) argues that in change management, it is good practise to 
redistribute resources toward ‟hot spots‟ and activities that require few resources 
but result in large change – and away from ‟cold spots‟ – or areas with large 
resource demands, but relatively low impact.  
 Develop internal networks and cooperation and create broad involvement 
of key organization constituencies 
In order for the arts to contribute to the establishment of a transformative 
institutional culture, it is important that the CU build collaborative relationships 
with internal NMMU departments. The CU also needs to form links with external 
NMMU stakeholders. The CU should interact with other NMMU faculties and 
entities either as a service provider or as an initiator of projects. Coalitions with 
existing NMMU entities concerned with institutional transformation and cultural 
change will encourage concepts of shared meaning. It will also develop a 
distinctive, compelling voice for change and display integrity. Such an alliance will 
have adaptive capacity and the ability to contextualise situations and make 
„course corrections‟ where required (Bennis and Thomas, 2002).  
Broad-based, meaningful engagement and participation across faculties, 
departments, institutional entities is a key mechanism for mobilising and building 
commitment and ownership. Institutional culture change is accomplished by 
getting groups of people to change how they perform their work together. 
 Provide advocacy programmes  
It is, furthermore, critical that NMMU develop advocacy programmes that 
introduce transformation issues through the arts. A key role of the CU in 
supporting institutional culture change will be to make engagement visible in 
rhetoric and in demonstrated results, such as rewarding visible transformative 
initiatives, celebrating diversity and providing internal support for engaged staff 
and students. 
  
In this regard, the CU will need to motivate for and encourage change by 
highlighting achievements. The reasons for change need to be communicated 
and conveyed.  
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 Identify champions for institutional support   
Institutional culture is very complex and multifaceted (Franz, Childers and 
Sanderlin, 2012). Hence, its realignment requires the use of multiple levers to 
effect change. Two key categories of such levers include what is termed 
„instrumental‟ and „symbolic‟ levers. Both are important to any comprehensive 
culture realignment strategy. Instrumental levers focus directly on modifying the 
work context and how work is performed. Symbolic levers influence people‟s 
perceptions, attitudes and the meanings they attribute to organizational 
decisions, actions and practices (Divan 2012). Whilst instrumental levers 
primarily affect behaviour, the symbolic levers impact how people think about 
things. Both behaviour and cognitions need to be addressed concurrently.  
 
In order to realise the arts‟ potential to contribute to institutional transformation, it 
is thus critical that key decision-makers at NMMU commit to and endorse arts 
processes that deal with the development of a transformative institutional culture. 
It is essential that these key stakeholders be in favour of, and be seen to support, 
the concept of utilising the arts in institutional change. There is a need for 
NMMU‟s top management and leadership team to symbolise the values and 
behaviours that are to be realised in the rest of the institution. 
 
Recommendation 3: Development of institutional policies which support arts-
related programmes  
In order to enable the arts to contribute to institutional transformation, appropriate 
policies which support organizational change through the arts will have to be 
developed. This includes identifying what current systems, policies, procedures and 
rules need to be changed in order to align with the new values and desired 
institutional culture. Crucial to its success is the official recognition of the CU through 
special agreements and policies supported by NMMU‟s Council and Executive 
Management Team. This can be achieved through  
 co-operation agreements with internal and external stakeholder groups,  
 active participation in NMMU Council, Convocation, Alumni Executive and Alumni 
Association general and related meetings,  
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 personal interaction, via print and electronic channels, where sharing of 
information and input is required on matters of importance,  
 representation on NMMU management structures and special task teams.  
 
Recommendation 4: Develop arts-related ‘in-reach’ and ‘out-reach’ institutional 
activity projects and programmes that are integrated into the ‘daily work life’ of 
NMMU.  
Every organization has its own unique culture or value set. In this regard, different 
organizations may have their own distinctive comprehensions of the meaning of 
„culture‟. The culture of the organization is however typically created unconsciously, 
based on the values of the key internal stakeholders and the founders of an 
organization. By cultivating transformative initiatives, which are symbolically (and 
practically) supported by these key internal stakeholders, it will encourage, create 
and develop a culture of positive transformation. As noted previously, institutional 
culture evolves in a subtle and almost stealthy manner. For this very reason, its 
realignment is most effective when integrated into the day-to-day management of 
operations and organization work life, rather than treating it as a „programmatic‟ 
effort. Labelling and addressing institutional culture transformation as a „special‟ 
initiative separated from the core work of the organization is dooming it to almost 
sure failure (Levin, Proctor and Thibault, 2001).  
 
Essentially, it is important to „just do it‟ rather than „talk about it‟. That means 
beginning to operate in the new desired way in all decisions and actions. If real 
change is to be experienced it is imperative that practice is aligned with vision 
(Driscoll and Sandmann, 2004). The task of a CU would thus be to introduce 
projects, programmes and activities into the institutional space, that are able to affect 
institutional transformation in overt and covert ways. Ultimately, the core business of 
any university is the development of its students, both academically and holistically. 
The students‟ involvement in creative activities plays a significant role in producing 
holistic well-rounded employable graduates. Art-related activities contribute to 
professional education development and allow students to express themselves and 
to realise their potential, also in terms of employability.  
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The proposed CU should recognise this aspect and, through well-researched 
strategies, address the need for an integrated student learning environment which 
will assist with the transformation of NMMU. Emphasis should be laid on the 
promotion of a holistic approach to student learning and development through co-
curricular arts-related activities. The promotion of a systematic enquiry (research) to 
improve student and institutional success through the co-curricular programmes 
offered to holistically develop students and provide them with an enriched campus 
experience should be encouraged.  
 ‘In-reach’ programmes   
One of the unit‟s tasks should be to provide a cross faculty /departmental service 
to NMMU departments and institutional entities, and develop an integrated menu 
of arts-related co-curricular holistic development and support opportunities for 
students and staff.  
 
The CU would need to cooperate with internal stakeholders in developing 
community outreach programmes.  This should include seeking opportunities to 
engage NMMU communities in debates regarding heritage, culture and the arts. 
In general, the unit needs to promote cultural events (such as music, dance, 
drama, visual art and heritage) which enhance the NMMU image and brand and 
promote institutional culture transformation. 
 
The encouragement of student engagement in cultural learning experiences 
should include those outside the lecture room. Students should thus be 
encouraged to participate in artistic activities related to music, the performing 
arts, visual arts, curated art exhibitions, regular annual cultural festivals, public 
lectures, discussions, seminars, conferences related to arts, culture and heritage, 
as well as diversity and multicultural issues. 
 
With regard to addressing the issue of diversity, the unit should adopt 
programmes and art activities which sensitise staff to the needs of students from 
diverse backgrounds. Student-orientation programmes could be reviewed by the 
CU to ensure their appropriateness in addressing issues of inclusivity and 
diversity. 
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 ‘Out-reach’ programmes  
Within the higher education discourse, the term ‟engagement‟ is used to refer to a 
systematic relationship between HE and its environment. This is characterised by 
mutually beneficial interaction in the sense that it enriches learning, teaching, and 
research and simultaneously addresses societal problems, issues and challenges 
(CHET, 2003:4). Institutions with high commitment to community involvement 
view „engagement‟ as a central and defining characteristic, making it visible in 
mission statements, strategic plans, leadership rhetoric, organizational structures, 
curricula, promotion and tenure practices, hiring guidelines, external 
communications, and capital campaigns.  
 
The university‟s involvement in the community means presenting the university 
as an institution that has a community development responsibility with regard to 
arts and culture.  Through this function the university is taken to the people and, 
as such, a very positive image of the university is projected. The Cultural Unit 
would, therefore, need to oversee the implementation, monitoring and evaluation 
of partnerships and networks with other local and national cultural and heritage 
institutions, government bodies and universities.  
 
Simultaneously the unit needs to address the need for engagement with other 
external NMMU stakeholders on all matters dealing with Arts and Culture, 
ranging from policy development to community outreach programmes, to working 
with government departments on joint projects. 
 Specific projects  
It is also recommended that NMMU undertake specific arts-related projects which 
will raise the profile of the arts both in its internal and external communities. 
These can include, for example:   
o Promoting the concept of a dedicated recreational cultural space for both 
the internal and external NMMU communities; 
o Developing a NMMU Arts Festival that reflects NMMU‟s internal and 
external arts community outputs;  
o Assisting with the development of an institutional campus art gallery;  
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o Compiling and scheduling a comprehensive Arts and Culture calendar of 
student development, social and engagement events and activities. 
Recommendation 5: Initiate further research into the integration of the arts 
across the curriculum 
If the arts are to really be central to transformation at NMMU, they would need to be 
integrated into the academic curricula across all disciplines and in all faculties. This 
study indicates that further research regarding the merits and demerits of the 
integration of an arts-inclusive curriculum would be desirable. The arts, when 
integrated into and across the curriculum are able to contribute significantly to 
improved critical thinking, problem posing, problem solving, and decision making 
(Burton, Horowitz, and Abeles, 2000). These authors argue that if  the arts help 
define the  path to the future, they would need to become curriculum partners with 
other subject disciplines in ways that allow them to contribute, in a distinct  rich and 
complex way, to the learning process as a whole. 
 
 
5.3 CONCLUSION  
In this study, the author set out to determine the perceptions, expectations, insights 
and opinions of key internal stakeholders with regard to the role the arts can play in 
the establishment of a transformative institutional culture. 
 
The author concluded that these key internal stakeholders were all of the opinion 
that the arts can indeed contribute to the establishment of a transformative 
institutional culture at NMMU. The above-mentioned recommendations accordingly 
propose the adoption of multiple approaches to enhance institutional culture 
transformation at NMMU. The study postulates the arts as a strong vehicle in this 
regard. This can be done by integrating arts-based programmes into the fabric of the 
institution in a structured, disciplined, integrated, and multi-faceted way.  
 
It should, however, be noted that transformation and alignment with NMMU‟s 
institutional goals is a long-term endeavour and one that demands endurance and 
focus. Unfortunately, there are no quick fixes, regardless of how appealing and 
seductive such a notion seems to be. It is also why this research strongly advocates 
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integrating institutional culture change with the core business of the university. 
Patience, determination, and a strong certainty of purpose are required for success. 
Change processes work best when they are inclusive, not exclusive, and it is argued 
that culture change is never easy for large organizations such as NMMU. However, 
change can often be catalyzed by listening to the voices of those closest to the 
points of change and taking action accordingly.  
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